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ABSTRACT
RACE, DIS/ABILITY, AND THE POTENTIAL OF THE CO-TAUGHT CLASSROOM:
EXPLORING CO-TEACHERS’ INTERRUPTIONS OF INEQUITY
Mallory Locke
CUNY Hunter College, 2021
Committee Mentor:
Jody Polleck, PhD
Although the co-taught classroom is the fastest-growing inclusion model in U.S.
public schools, an increasingly-diverse student population coupled with the continued
overrepresentation of students of color in special education threatens to undermine its potential
as an inclusive space that ensures success for all students. This multiphase, critical qualitative
study explored how three pairs of co-teachers navigated race and dis/ability within co-taught
classroom spaces serving students with multiple, intersecting identities. Informed by Disability
Critical Race Theory (DisCrit), Critical Race Spatial Analysis, and the DisCrit Classroom
Ecology framework, this study sought to examine how co-teachers’ own educational histories
and beliefs about race and dis/ability impacted their instructional decision-making processes. Coteachers’ varying levels of critical consciousness were examined through Education Journey
Mapping (Annamma, 2018), semi-structured interviews, observations of co-teachers’ English
Language Arts planning, and classroom observations. Findings demonstrated the need for praxisoriented, intersectional frameworks and professional learning opportunities that support teachers
in operationalizing critically-conscious and affirming curriculum and pedagogy.
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CHAPTER I
INTRODUCTION
When I was six years old, my father accepted a position at a new branch of his company
located in the border town of Laredo, Texas. He moved ahead our family to secure housing and,
by association, my elementary school placement. Located on the outskirts of town, my new
elementary school served students from several neighboring apartment complexes, a couple of
single-family tract home subdivisions, and those few who lived on the acres-large ranches
located in the scrubby hills that stretched out beyond the city limits. My father relayed
information about the school’s zoning, and he also shared information about its winning soccer
team and violin program. My first day at my new school, I remember confidently smiling at the
principal until she explained how my class had been prepared for my arrival not simply because
it was occurring mid-year, but because they did not want me to feel alone or unwelcome –
unbeknownst to my parents or to me, I had just become the only white student enrolled in the
school.
Contrary to the principal’s fears, the remainder of that school year concluded without
incident; however, the onset of second grade brought a lengthy note from my new teacher
detailing my inattentive and disruptive behavior. During the subsequent parent-teacher
conference, my mother described how past teachers had characterized me as a curious,
compliant, and eager student. My teacher refuted these statements, arguing that I frequently
interrupted lessons and was unable to finish assignments. Their disagreement cast a pall over the
tug-of-war that became my student experience; in the classroom, my teacher believed me
incapable of completing grade-level work and insisted on an evaluation for special education
services, while at home my mother argued that I was simply bored and in the wrong space.
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Ironically, the school year culminated with an evaluation: one for gifted and talented placement.
With a single test – as my mother would argue, with the right test – I transitioned to a space that
was considered exclusive, not one in which I was excluded from others. In that new space, it was
the curricula that was challenging, not my behavior. With the right label, I shifted from being
the only white student in the school to one of four white students in my grade alone. Due to my
mother’s fear of special education and the privilege of my white skin, my educational trajectory
was forever divided into the stark boundaries of a potentially-dis/abled “before” to a
subjectively-gifted “after.”
The way my education journey unfolded was due in large part to the stigmatization and
segregation of special education spaces in U.S. public schools. Until the passage of the 1973
Rehabilitation Act guaranteed a free and appropriate education to all students, the educational
experiences of children labled as dis/abled – denoted with a slash to emphasize the social
construction of concepts related to ability – were inadequately funded, contingent upon deficitand medically-oriented assessments, and exclusionary in terms of access to physical spaces,
qualified teachers, and appropriate curricula (29 U.S.C. §§ 794; Annamma et al., 2013; Artiles et
al., 2006; Heller et al., 1982). Two years later, the Education for All Handicapped Children Act
expanded mandated protections for the rights of students labeled as dis/abled, thereby
broadening conversations about special education beyond practices of legalized
institutionalization or exclusion toward more nuanced discourses about services and spaces
(Hehir, 2003).
In 1990, the re-authorization of the Education for All Handicapped Children Act – the
Individuals with Disabilities Education Act (IDEA) – introduced the Least Restrictive
Environment (LRE) mandate, which demanded new approaches toward special education
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placements. To “the maximum extent appropriate,” the LRE mandate required general classroom
settings for students labeled as dis/abled unless “the nature or severity of the disability is such
that education in regular classes…cannot be achieved satisfactorily” (101 U.S.C. §§ 1400). The
resulting continuum of alternative placement options meant that educators no longer asked
whether or not students of varying abilities and backgrounds should be included in general
school settings; instead, educators began to grapple with how instruction and space must be
reimagined to better serve the needs of all students.
One instructional model in particular – the co-taught classroom – sought to both
problematize the hierarchical emphasis on special educators’ expertise and increase general
educators’ sense of efficacy toward teaching students labeled as dis/abled through intentional
coordination of general and special educators’ pedagogy and practice (Artiles, 2003; Cook &
Friend, 1995; Pugach & Johnson, 1988). Existing literature demonstrates that co-taught
classrooms offer symbiotic professional benefits to both educators, and the model has helped to
reduce teacher stigma related to concepts of ability; however, research has also established that
students of color continue to be overrepresented in special education and are subjected to lowerquality instruction delivered in more restrictive settings with fewer opportunities to engage with
peers and high-quality curricula (Adamson et al., 1997; Annamma et al., 2013; Annamma &
Morrison, 2018; Artiles et al., 2010; Losen & Orfield, 2012; Pugach & Johnson, 1989; Redditt,
1991; Schulte et al., 2016; Scruggs et al., 1992; Welch et al., 1999). While co-taught classrooms
may combine general and special educator expertise in order to help to shift perceptions of
ability, research has not explored how the space addresses the intersections of dis/ability and race
that inherently exist within it. Without critical, intersectional approaches to today’s co-taught
classroom, teachers serving within the space risk reifying rather than disrupting inequity. This
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multiphase, critical qualitative study sought to examine how three pairs of middle grade coteachers grappled with the intersections of race and dis/ability within co-taught classrooms
serving students with multiple, intersecting identities. Following obtainment of both CUNY
Hunter College IRB approval (Appendix A) and New York City Department of Education IRB
approval (Appendix B), this study utilized multiple data sources to 1) explore teachers’ own
educational histories and beliefs about race and dis/ability, and 2) examine the ways in which coteachers collaborated to navigate the intersections of race and dis/ability within both the planning
and execution of instruction.
Chapter Two’s manuscript, “Education Journey Mapping for Critical and Intersectional
Approaches to the Co-Taught Classroom Space,” sought to answer the study’s first question:
How do co-teachers’ own educational histories and experiences with dis/ability and race impact
their curricular and instructional decision-making within the co-taught classroom space? To
answer this question, each teacher engaged in an Education Journey Mapping (Annamma, 2018)
session and participated in a semi-structured interview about the mapping process. Findings
related to teachers’ experiences with race and dis/ability as students themselves and as
practitioners are described, as well as the implications of their varying levels of critical
consciousness on instructional goals and professional learning opportunities.
Chapter Three’s manuscript, “Race, Dis/ability, & the Potential of the Co-Taught
Classroom Space: Applying DisCrit Classroom Ecology to Co-Teachers’ Interruptions of
Inequity,” sought to answer the study’s second question: How do co-teachers navigate race and
dis/ability in their curricular and instructional decision-making within the co-taught classroom
space? To answer this question, observations of co-teachers’ English Language Arts (ELA)
instructional planning, as well as their collaborative instructional delivery, were conducted. The
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DisCrit Classroom Ecology framework (Annamma & Morrison, 2018) was utilized to illuminate
planning and co-teaching moments in which the pairs operationalized intersectional, affirming
curriculum, pedagogy, and solidarity with students; additionally, moments when teachers
grappled to make decisions about marginalizing curricula or pedagogical practices were
presented in order to explore how teachers with similar obstacles might reimagine their
approaches for equity.
In Chapter Four, a professional learning series designed to equip teacher leaders with
intersectional theory and praxis-oriented tools to support the operationalization of intersectional,
affirming teaching and learning is described. In addition to an introductory overview of the
series’ intent, session agendas and their corresponding presentation materials are provided
through hyperlinks and as appendices.
In Chapter Five, data-driven implications and future directions are explored.
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CHAPTER II
EDUCATION JOURNEY MAPPING FOR CRITICAL AND INTERSECTIONAL
APPROACHES TO THE CO-TAUGHT CLASSROOM SPACE
Introduction
Although the 1975 Education for All Handicapped Children Act mandated rights and
protections for U.S. public school students labeled as dis/abled, their educational experiences
continue to be subjected to deficit- and medically-oriented tests and measures, inadequate
funding, and exclusions from qualified teachers, affirming curricula, and inclusive spaces (29
U.S.C. §§ 794; Artiles et al., 2006; Heller et al., 1982; Leonardo & Broderick, 2011). In schools,
dis/ability – denoted with a slash to emphasize the social construction of notions of ability –
disproportionately affects students of color (Annamma et al., 2013). Placed in more restrictive
classroom settings and denied opportunities to engage with peers and high-quality curriculum
and instruction, students of color labeled as dis/abled experience inequitable and debilitating
school experiences at a higher rate than white, non-dis/abled peers (Annamma et al., 2013;
Annamma et. al, 2020; Annamma & Morrison, 2018a; Annamma & Morrison, 2018b; Artiles et
al., 2010; Losen & Orfield, 2002; Paur, 2017; Schulte et al., 2016). The 1990 Individuals with
Disabilities Education Act (IDEA)’s Least Restrictive Environment mandate, which requires
students labeled as dis/abled be educated in general classroom settings unless “the nature or
severity of the disability is such that education in regular classes…cannot be achieved
satisfactorily” (101 U.S.C. §§ 1400), necessitated a continuum of alternative placement options
and called upon educators to reimagine instruction and space to better serve the needs of all
students. As a result, inclusion models – spaces designed for participation of students labeled as
dis/abled in general education settings, curricula, and peer communities – have become a major
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focus of special education reform (Lipsky & Gartner, 1996; Obiakor et al., 2012). In particular,
the co-teaching inclusion model introduced shared responsibility for student success through
intentional, paired coordination of general and special educators’ pedagogy and practice (Cook
& Friend, 1995).
Existing literature demonstrates that the co-taught classroom model offers symbiotic
professional development benefits to co-teachers and has helped reduce teacher stigma related to
concepts of ability (Adamson et al., 1997; Idol, 2006; Patel & Kramer, 2013; Redditt, 1991;
Scruggs et al., 2007; Walsh, 1992; Welch et al., 1999). However, the continued
overrepresentation of students of color in special education calls upon co-taught classroom
teachers to negotiate not only perceptions of dis/ability, but also race. This study centers the
lived experiences of three pairs of co-teachers serving students with multiple, intersecting
identities within co-taught classroom settings. Informed by Disability Critical Race Theory
(DisCrit; Annamma et al., 2013) and a critical race spatial lens (Morrison et al., 2017), I sought
to answer the question: How do co-teachers’ own educational histories and experiences with
dis/ability and race impact their curricular and instructional decision-making within the cotaught classroom space? I applied Education Journey Mapping (Annamma, 2018) as both a
research method and reflective tool to explore teachers’ varying levels of critical consciousness
and intersectional thinking. Through the creation of two Education Journey Maps, each teacher
first considered the role of race and dis/ability within their own educational histories. Each
teacher then grappled with how race and dis/ability impact their decision-making within their cotaught classroom spaces. Finally, all teachers participated in individual semi-structured
interviews about their Education Journey Maps and mapping process.
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Applying DisCrit and Critical Race Spatial Analysis to the Co-Taught Classroom Space
The co-taught classroom is the fastest-growing inclusion model in U.S. public schools; as
of 2015, 63 percent of students labeled as dis/abled spent 80 percent of the school day in general
education settings (Keeley et al., 2017; Snyder et al., 2015). Studies of co-taught classroom
models have demonstrated that special educators benefit from general educators’ content area
expertise and knowledge of curriculum design and pacing, while general educators describe
deeper understanding of classroom management strategies, social skills development, and task
differentiation (Adamson et al., 1997; Brendel et al., 2017; Murawski & Lochner, 2010). General
educators in co-taught settings have also cited increased responsibility for and reduced stigma
toward students labeled as dis/abled (Redditt, 1991; Scruggs et al., 2007; Strogilos & Tragoulia,
2013; Welch et al., 1999). Despite these promising findings, co-teachers report confusion about
roles within the space, and special educators’ instructional behaviors and curricular contributions
are often considered secondary to general educators’ decision-making (Friend et al., 2010;
Harbort et al., 2007; Weiss et al., 2000; Wischnowski et al., 2004). Even within co-taught spaces
designed to promote equitable outcomes, students with multiple, intersecting identities –
especially students of color labeled as dis/abled – continue to underachieve on standardized
measures and suffer remedial and disciplinary action more often than white, non-dis/abled peers
(Artiles et al., 2010; Harry & Klingner, 2014; Murawski, 2006; National Center for Education
Statistics, 2016; Schulte et al., 2016; Sullivan & Artiles, 2011; U.S. Department of Education,
2011).
If the co-taught classroom is to achieve its goal of securing success for all students,
teachers within these spaces must deepen their critical consciousness, or their ability to
“recognize, understand and critique social inequities” (Ladson-Billings, 1995, p. 476). To this
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end, Disability Critical Race Theory (DisCrit) supports teachers in recognizing the
interdependent constructs of race and dis/ability.DisCrit, which “focuses on the ways race and
dis/ability have been used in tandem to marginalize particular groups in society” (Annamma et
al., 2013, p. 11), underscores how students with multiple, intersecting identities are often labeled
as dis/abled as a result of school structures and spaces that adhere to white supremacist and
ableist notions of normalcy that uphold the dominance of whiteness and standardization. A
DisCrit lens toward the co-taught classroom rejects the normal/abnormal binary and centers
marginalized voices and experiences so that teachers can recognize and respond to sociopolitical,
historical, racial, and ableist oppressions that disproportionately affect students of color labeled
as dis/abled (Annamma et al., 2014; Artiles et al., 2010; Blaisdell, 2016; Blaisdell, 2019; Freire,
1993; Lewison et al., 2015; Tomlinson, 2016). Through DisCrit, teachers can interrogate the
inclusion policies at the heart of the co-taught classroom’s design in order to consciously create
inclusive spaces of belonging for students with multiple, intersecting identities (Friedman et al.,
2020).
In tandem with a DisCrit lens, teachers must also work to be critical of the co-taught
space itself. Siuty (2019) argues that “foregrounding space is well suited for studying social
processes around critical inclusion because it provides opportunities to explore how space is
produced in ways that perpetuate exclusion” (p. 2). Critical spatial analysis (Soja, 2010) – an
interdisciplinary exploration of geography’s intersections with local, contextual, social, and
historical attributes to negotiate the epistemological reciprocity of a space’s relational physicality
– calls into question the (un)just creation and usage of space. A critical spatial lens, which
examines how space “is actively involved in generating and sustaining inequality, injustice,
economic exploitation, racism, sexism, and other forms of oppression and discrimination” (Soja,
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2010, p. 4), has been utilized for community planning, political (re)districting, and housing
(re)zoning (Crampton & Krygier, 2010; Kwan & Knigge, 2006). While other social systems have
been critically explored, existing education research has limited examination of space to the
physical arrangement of furniture, students’ bodies, or school buildings rather than the ways that
spaces are (re)designed to enforce expectations that advantage certain students over others; in
response, Morrison, Annamma, and Jackson’s (2017) development of critical race spatial
analysis – the juxtaposition of critical spatial analysis with Critical Race Theory (Matsuda, 1987;
Ladson-Billings & Tate, 1995) – calls upon educators to consider how public school spaces act
as consequential geographies that have been (re)designed to preserve socioeconomic and racial
inequities (Annamma, 2018; Soja, 2010; Velez & Solorzano, 2017). In co-taught classrooms,
applying DisCrit and critical race spatial lenses empowers teachers to uncover obfuscated
oppressive forces that are sanctified in school spaces and instead orient praxis in a multifaceted
critical consciousness. For the participants in this study – who all taught within classrooms that
primarily serve students of color labeled as dis/abled – the application of DisCrit and critical race
spatial lenses was fundamental given the inherently intersectional nature of not only the cotaught classroom’s design, but also students’ identities.
Education Journey Mapping for Intersectional Approaches to Students and Space
Maps – which function as both artifact and method – represent interpretive spatial
understandings through graphic representations of social and relational life spaces captured in
line, shape, form, and structure (Futch & Fine, 2014; Harley & Woodward, 1987). When used
for social inquiry purposes, maps can be paper or digital representations that invoke line, form,
color, and writing to convey messages or ideas. Despite the accessibility and utility of maps,
mapping as a critically-conscious method is underrepresented in educational research. In 2009,
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Pacheco and Velez layered qualitative interview data onto physical maps of the schools’
neighborhoods to produce counter-stories, and Katsiaficas, Futch, Fine, and Sirin (2011) engaged
three high-school-aged participants in identity mapping to explore the pluralistic nature of a
“hyphenated self” in school spaces. Specific to the co-taught classroom, Besette’s (2007) study
engaged students in drawings of the space in order to map their perceptions of co-teachers’ roles
and responsibilities; however, mapping as a tool for examining co-teachers’ critical
consciousness and spatial perceptions has not yet been utilized. Recently, Annamma (2018)
pioneered Education Journey Mapping to illuminate the impact of space on the lived educational
experiences of incarcerated girls labeled as dis/abled. Education Journey Mapping is a
“purposeful and rigorous method with concrete elements including a generating constructive
prompt, creating continual access, providing genuine reciprocation, articulating complex
positionality, and expressing authentic gratitude” (Annamma, 2018, p. 23). By posing a prompt
that serves as a starting point for participants’ temporal and spatial representations, Education
Journey Maps (EJMs) use color, line, form, and writing to capture on paper the intersectional
educational histories of their creators. EJMs also function as multidimensional data sources that
demonstrate the physicality of school environments, the political nature of educational
boundaries and barriers, and the topography of emotional high and low points in school spaces
(Annamma, 2018). Alongside DisCrit and critical race spatial lenses, Education Journey
Mapping functions as a humanizing research method that centers the lived experiences of the
mapmaker (Paris & Winn, 2014). As a reflective professional learning tool, EJMs offer the
potential for teachers’ critical consideration of the ways race and dis/ability operate within
classroom space(s). For example, teachers within co-taught settings might consider the dynamic
barriers that a teacher’s licensure (general or special education) or a student’s classification
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(whether or not they are labeled as dis/abled) might place on how often and in what ways the two
physically interact. Additionally, co-teachers engaged in Education Journey Mapping might
explore the impact of physical (un)grouping of students based on perceived ability or
standardized academic measures and how those (un)groupings contribute to feelings of
separation or belonging. Through generative prompts and exemplars that model intersectional
reflection, participants in this study used EJMs to evaluate critical spatial awareness and explore
the ways their “spatial and temporal representations of selves” inform daily praxis within cotaught classrooms (Annamma, 2018).
Purpose of the Study
The data from this study were collected as part of a larger, multi-phase critical qualitative
study conducted over the course of six months during the 2020-2021 school year in response to
the following question: How do co-teachers’ own educational histories and experiences with
dis/ability and race impact their curricular and instructional decision-making within the cotaught classroom space? The study, which sought to explore the interactions between teachers’
educational histories and experiences and their collaborative planning within the co-taught
classroom, engaged all six participants in the creation of two EJMs (twelve total). In addition to
their two EJMs, participants also took part in individual semi-structured interviews about their
EJMs and the mapping process, which were recorded and transcribed. This article puts
participants’ EJMs in conversation with the transcripts from their semi-structured interviews to
explore on Education Journey Mapping’s potential to act both as a reflective professional
learning tool for teachers and as a method that illuminates how teachers’ critical consciousness
(or lack thereof) impacts their practice.
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Method
Study Site
Participants were recruited from a single school site: a pre-Kindergarten through grade
eight public school in a major Northeastern city in the United States. The school, which serves a
large population of students of color labeled as dis/abled within co-taught classroom settings, has
historically recorded disparities in English Language Arts state test proficiency scores between
students labeled as dis/abled and general education students, as well as between students of color
and white students. During the 2017-2018 school year, administration and teachers committed to
a student-centered shift in literacy curriculum and instruction. Instead of skill-based lessons
culled from mass-produced teacher guides and student readers, grade-level teacher teams
collaborated to develop novel studies aligned with Understanding by Design framework
(Wiggins & McTighe, 1998) and project-based learning outcomes. Initially, teachers referred to
the state’s social studies and science learning standards and the Common Core State Standards
when selecting novels for the pilot year of instruction (2017-2018). During the 2018-2019 and
2019-2020 school years, teacher teams engaged in weekly professional learning book clubs
centered on excerpts from two professional texts, Hammond’s (2014) Culturally Responsive
Teaching and the Brain and Paris’s (2017) Culturally Sustaining Pedagogies, which informed
revisions to novel selections and projects to better reflect students’ backgrounds, interests, and
Individualized Education Programs (IEPs). Teacher teams also participated in monthly
intervisitations across co-taught classroom settings and teacher team planning sessions in order
to share experiences and engage in collective problem-solving based on qualitative and
quantitative student data.
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Participants
This study necessitated the use of criterion-based case selection design to identify
potential teacher participants (Patton, 2015). Teachers were recruited using an anonymous
eligibility screening survey featuring three requirements: a teaching assignment within a cotaught classroom setting, an upper elementary or middle grade level (grades 5-8) assignment, and
willing cooperation from the designated co-teacher. In total, six teachers – three co-teaching
pairs serving within middle school co-taught classroom settings during the 2020-2021 school
year – were recruited. See Table 1 for a detailed overview of participant demographics.
Table 1
Study Participants

Pseudonym

SelfIdentifiers

Age

Licensure

Current Grade
Level Assignment

Years
Teaching

Gina

Black and
Puerto
Rican

20s

General education, grades 6th grade general
1-6; Elementary math,
educator
grades 1-6

3

Eloise

white

20s

Special education, grades
1-6; Childhood literacy,
birth-grade 6

6th grade special
educator

4

Arianna

Puerto
Rican

20s

Adolescent English
education, grades 6-12;
Adolescent literacy,
grades 6-12

7th grade ELA
educator

3

Caroline

Black

40s

Dual-licensed, general
and adolescent special
education, grades 1-12

7th grade special
educator
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Kevin

white

30s

Adolescent social studies
education, grades 7-12

8th grade ELA
educator

3

William

white

20s

Special education, grades
1-6; Administration and
supervision certification

8th grade special
educator

7
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Education Journey Mapping
Each participant in this study produced two EJMs during one sitting in September and
October of the 2020-2021 school year. During each participant’s 90-minute session, two prompts
were utilized to guide their work. First, participants were asked to map their educational journeys
as students. These Kindergarten through grade 20 (K-20, or through the completion of
undergraduate education) EJMs captured participants’ responses from the following prompt:
Map your educational journey from when you started school through the conclusion of
your undergraduate college studies. When and how did you encounter race and dis/ability
in school? Did any curricula (lessons, units, texts, or projects), any educators (teachers,
administrators, counselors, support staff), or experiences (opportunities or challenges)
influence your thinking about race and dis/ability? You can use color and symbols to
communicate meaning, but you do not have to draw if you chose not to and can instead
make a flow chart or timeline.
To foster trust and a sense of comfort with the mapping practice, I first shared my own K20 EJM with the teacher, modeling how I encountered race and dis/ability throughout my own
educational history. As Annamma (2018) argues, the sharing of my own EJM was critical to the
establishment of trust through a transparent exchange of my positionality and experiences. As
participants began their first EJM, I asked them to “narrate your thinking and your process as
you map” and audio-recorded their comments and questions as they worked. During their
mapping process, my own questions or comments were limited to direct engagement from the
participant; for example, when one participant asked, “You know what this is making me think
about?” I responded with, “Tell me more about that.”
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Following completion of their K-20 EJM, each participant produced a Teaching Career
EJM artifact that included their graduate education experience and their years as a practicing
teacher. The Teaching Career EJM prompt read
Map your educational journey as a practicing teacher in graduate school and your years in
the classroom. How does your curricula (units, lessons, texts, or projects) negotiate race
and disability? How do other educators (teachers, administrators, counselors, support
staff) or experiences (opportunities or challenges) impact how you plan and execute
curricula? What is your ideal vision for how your curricula would negotiate race and
dis/ability? Like before, you can use color and symbols to communicate meaning, but
you do not have to draw if you chose not to and can instead make a flow chart or
timeline.
Similar to the K-20 EJM process, I first modeled my own Teaching Career EJM and
asked participants to narrate their process and thinking while they worked. As a result, each
participant created two EJMs artifacts (Appendix C).
Semi-Structured Individual Interviews
Because EJMs “cannot stand in isolation but should be part of a larger corpus of data”
(Morrison, Annamma, & Jackson, 2017, p.38), each participant engaged in a brief semistructured interview protocol conducted after both maps’ creation (Appendix D). The interview,
which was recorded and transcribed, explored how the participant’s history, experiences, and
sociopolitical perceptions of race and dis/ability were negotiated in their map-making choices
(Kwan & Knigge, 2006; Soja, 1980; Soja, 2010). Specifically, I asked each participant about:
their maps’ organization, their use of colors and symbols (if present), the themes across both

18
maps, similarities and/or differences between the maps, if they would change anything about
their maps, and if they had any questions.
Stance of the Researcher
Critical research demands examination of context and individual roles within it (Luttrell,
2010). As the literacy coach at the study site, I am positioned as a practitioner-researcher intent
on “disrupting the researcher-participant binary” (San Pedro & Kinloch, 2017, p.3805) through
rejection of the misguided notion that research conducted by practitioners is not “serious
research” (McIntyre, 2005). Instead of a research agenda steeped in “incomprehensible jargon”
(Carr, 1980) divorced from daily practice, I sought a humanizing approach that emphasized
“relationships of care and dignity and dialogic consciousness raising for both researchers and
participants” (Paris & Winn, 2014, p. xvi). Further, my daily immersion in the research ecology
– where, as literacy coach, I co-taught and co-planned with teacher teams to develop and
implement literacy curricula – and the transformative, dialogic nature of my professional
relationships with participants required reflexive consideration of barriers, vulnerabilities, and
supports within the study site’s context (Lee, 2017). As a white, cisgender, able-bodied
practitioner-researcher, my “external-insider” position (Banks, 2010) granted in-depth
knowledge of instruction, teachers and students while removing me from many of the real
obstacles experienced by those same parties; while I hold an intersectional lens toward race and
dis/ability, my privilege and perceived ability remove me from the prejudice, segregation, and
oppression directly experienced by students of color labeled as dis/abled and the teachers of
color who serve them. It was therefore critical that the collaborative praxis created by my
participants and me 1) named the external quality of my position that immerses me in a context
while also removing me from the consequences experienced within it, and 2) afforded meaning
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first and foremost to the participants, their context, and the community in which the research
occurred (Bogdan & Bilken, 2010; San Pedro, Carlos, & Mburu, 2017).
Data Trustworthiness and Analysis
To ensure the trustworthiness of data in this study, I utilized three strategies: member
checking, analytic memos, and peer debriefing (Creswell & Miller, 2000). The semi-structured
interview protocol invited participants to critically reflect on their completed maps and
welcomed additions, proposed changes, and questions and comments related to the
process. Following transcription of the audio from the Education Journey Mapping sessions, I
shared the transcript with each participant for optional review and for their own future
reference. I then engaged in analytic memoing following each participant’s completed EJM
session in order to capture my critical qualitative reflections across participants’ maps, which I
organized by their political, topographical, and physical mapmaking choices. Finally, I
participated in a weekly qualitative research group with fellow practitioner-researchers, which
“provided critical perspective separate from the research context” (Mueller, 2021, p. 195) that
informed inductive coding cycles and the organization of emergent themes.
Transcripts from the Education Journey Mapping sessions were coded inductively and
recursively using a limited set of provisional codes (Saldaña, 2009) paired with a grounded
theory approach to additional code, category, and theme development (Charmaz, 2010). To
“harmonize [the] study’s framework and enable analysis that directly answers [the] research
questions” (Saldaña, 2009, p.25), four a priori provisional codes were used for the Education
Journey Mapping session transcripts: “race,” “dis/ability,” “intersectionality,” and
“space.” These provisional codes, aligned with a critical race spatial lens and the intersecting
constructs of race and dis/ability outlined in DisCrit, supported the naming of participants’
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comments or experiences that reflected the two theories at the center of the study’s theoretical
framework. This shortlist of four a priori provisional codes was also paired with in vivo, versus,
and values codes (Saldaña, 2009) to ensure that participants’ voices and the phenomenological
nature of the study site’s context foregrounded the formation of subsequent categories. The first
round of coding matrix comprised of twenty-one codes (Appendix E). Cross-code analysis led to
the identification of emerging patterns, and triangulation across participants’ two EJMs and
analytic memos resulted in consolidation across twelve categories into four overarching themes:
1) dichotomous tensions based on and related to race, 2) the segregation or erasure of dis/ability,
3) a lack of critical consciousness regarding consequential geographies of space, and 4) the need
for frameworks that operationalize intersectional approaches to students, curriculum and
instruction.
Results
Dichotomous Tensions about Race
While neither EJM prompt featured the word “diversity,” all six participants used the
terms “diversity” and “diverse” when considering the impact of race in K-20 school spaces. For
the three white co-teachers – Eloise, Kevin, and William – the use of “diverse” created distance
from their own whiteness and served as a veiled placeholder for more specific reckonings with
race. “The school district where I grew up, it’s no longer mostly white. It’s a lot of diverse
kids,” Eloise, a special educator, mused as she wrote “K-5, mostly white” in the top left corner of
her K-20 EJM. As he drew and colored in five round smiling faces on his K-20 EJM, Kevin, a
general educator, explained that his middle school was “pretty diverse” because “we had a pretty
good mix of white and Black students.” William, a special educator who created five boxes to
represent different grade level bands on his K-20 EJM, drew several rows of blank, round circles
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with arrows connecting to each box to underscore how the “very much white, all upper middle
class” population permeated all levels of his schooling. While none of the three white coteachers expressly named or represented their own whiteness in their K-20 maps, their
descriptions of their schools’ populations as they drew and wrote about the prevalence of white
students indicated a centering of whiteness as the perceived K-12 demographic norm.
Though the three white participants’ centering of whiteness was challenged by their
higher education experiences, their discussion of race shifted from one of demographic
representation to reflection about race as an abstract construct. For example, William drew
multicolored circles in his K-20 EJM’s “college” box as he described how exposure to new
cultures and traditions allowed him to “learn and experience the very basics of food, life
experiences, and how other people communicate.” Eloise included the words, “realizing my
friends have strong biases” as she explained how her education courses helped her reflect on the
ways her college friends “are racist and don’t even know it.” Kevin – who drew a skull
accompanied by the word “phrenology” and a circle with jagged lines to represent the word
“gerrymandering” – recounted the American History courses that “started to wake [him] up in a
big way and made [him] realize that things are just incredibly unfair.” In their considerations of
race within higher education spaces, all three white co-teachers situated their language in
sociopolitical observations, such as when William shared that he “didn’t even know that this was
a thing, that the way white people act impacts communities.” Similarly, Kevin stressed that it
wasn’t until college that he found himself within spaces that addressed the systemic role of race
and the ways that “racism just permeates society.”
In contrast with their white peers, the participants of color problematized the term
“diverse” and utilized clear, explicit language when describing how race directly impacted their
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sense of self in K-20 school spaces. While all of her K-12 schools served primarily students of
color, Gina, a general educator, at first described the spaces as “diverse” before revising her
thinking: “It was diverse for me through what I thought other people - white people - would
consider diverse. Because all of us were Black and Hispanic, that’s ‘diverse.’ That’s what I
thought diversity means, other people other than white. I internalized how other people thought
about diversity.” Arianna, a general educator, echoed this frustration when she shared, “they say
diverse when they really mean, ‘is it a minority school?’ Diverse means there are a variety of
cultures and races and backgrounds.”
The divide between white participants’ abstract reckonings with race was also evident in
the tangible consequences of whiteness experienced by participants of color in their school
spaces. Gina noted the affirming feeling created by the few teachers of color in her school
spaces, writing the word “warm” four times next to each Black or Latinx teacher’s name that she
recalled and described on her K-20 EJM. Conversely, Gina recalled one white teacher’s harsh
tone and “blamed it on her being white and thinking we [Black students] were nuts,” adding that
“they [white teachers] either were overcompensating by being too mean, or if they looked
nervous it had something to do with race, like they must have some preconceived notions about
what we [Black] students may or may not do.” Represented by the words “mean,” “frustrated,”
and “made her cry,” Gina explained that her white teachers demonstrated “a lack of passion,
more like, ‘I can control the room,’” as she also wrote “power struggle” on her K-20 map. Unlike
Gina, Caroline, a special educator, was influenced by her parents’ decision to seek out
traditionally white school spaces: “My parents were new ‘upstate, middle-class’ kind of people,
and word around town was that the Jewish Center is cool to be at,” she explained as she wrote
“Jewish Center,” “middle class,” and the names of two parochial schools on her K-20
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map. While her parents tried to create a sense of belonging for her by volunteering in her
schools, she remembered feeling displaced by the whiteness of her peers and learning spaces,
which she boxed off on her K-20 EJM: “I was one of two Black children. At the time, it didn’t
feel separate or segregated because my family took over, but I was trying to figure out my
niche. I would just go through lots of pockets of people.”
The six participants’ dichotomous relationships with race were also reflected in the
abstract or personal ways they approached daily curriculum and instruction. Both Kevin and
William, a co-teaching pair, echoed similarly race-evasive (Jupp & Slattery, 2010) approaches to
the space as they created their Teaching Career EJMs. “I want you to be a better person than you
were when you came to my classroom. That for me transcends any kind of race or culture,”
Kevin said of his approach to students and curriculum as he represented students and himself as
human stick figures drawn in the same color. William, who drew several white circles with
arrows down to brown faces accompanied by the words “why save?,” at first rejected the notion
that he, a white man, could be classified as a white savior for working in a school that primarily
serves students of color. “I approach it as, I got a good job in a good school,” he said as he wrote,
“the kids are awesome” on his map. “So the question for me is, ‘how do I as a teacher help make
you a better person than when you entered, simply based on the idea of you as a human?’ No
other factor than you, as a human being.” In a later section of his Teaching Career map, William
did consider the impact of his whiteness in the space when he asked, “how do I de-center myself
knowing that I’m a white man serving students who aren’t white?”; however, William paired this
question with the word “visiting!” in orange as he said, “I am a guest in this community. I don’t
live here. How do I take myself out of the equation?” Ultimately, neither William nor Kevin
directly addressed the consequences of their whiteness and its daily impact on his instructional
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decision-making. Instead, Kevin and William demonstrated white savior narcissism rooted in
unexamined assumptions of racial superiority, their “fetishized attachment” evident through
notions of deficiency related to their students of color (Matias, 2014, p. 85).
Dissimilarly, Eloise credited a graduate studies professor for calling her to recognize and
grapple with her own whiteness: “Coming into this space, you need to be aware of your own
identity before you teach identity. You need to do that work first. I had to realize my privilege
and my whiteness and the issues that come with it. The system is for me.” When considering
how this awareness impacts her instructional decision-making, Eloise added the words
“mind=blown!” and “need to be more aware of how things outside impact my teaching” to her
Teaching Career EJM as she explained that she is “definitely taking a deeper look at who is
represented in texts and who is not.”
For the participants of color, removing race as a curricular factor or limiting actions to
representation was contrary to meeting students’ needs. Arianna pushed back on texts as a
solution, writing down the question, “am I teaching for myself or for my kids?” on her Teaching
Career EJM as she explained that, “just because the book has a Black character doesn’t mean
that every single Black person is going to relate to it.” Gina mirrored Arianna’s thinking as she
recalled how despite the “richness and variety” of being both Puerto Rican and Black, she has
“always been just the Black friend.” Because of this, she sought to approach students’ identities
with the intersectionality she lacked in her own K-12 school spaces and that continued to
experience, even with her white co-teacher Eloise. She reflected on feeling pigeonholed into a
singular identity as she recalled Eloise’s actions during a Black History Month read aloud:
“Eloise usually reads for community reads [a monthly picture book read aloud], but when we
read Sweet Smell of Roses, she said, ‘I think you should read.’ I thought, why? Because me, as
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the Black teacher in the room, somehow there’s ‘justice’ with me reading the Civil Rights
book?” Her white co-teacher’s action resulted in Gina feeling solely responsible for facilitating
conversations about race with their class, an expectation she was uncomfortable navigating
alone. Gina’s resentment toward presumed competence about race did not mean, however, that
she did not want to facilitate race-based teaching and learning; as she drew fire around the words
“test prep,” Gina explained that emphasizing race in the curriculum meant less skill-based, state
exam-focused work and more collaborative “real conversations about the world” grounded in
authentic connections between novel study texts and students’ own experiences:
In The Hunger Games, we don’t talk at all about how District 11, Rue’s District, is filled
with dark-skinned people who work in fields. It’s an agricultural district. Does that
parallel nothing? And the same way we look at the characters’ rebellions in the arena, we
need more thinkers challenging authority. Do not be ‘yes’ people, have your own mind.
In a respectful, effective way, speak up for yourself.
Caroline, who wrote “inspired” and “rewarding” next to the name of her first teaching job
at a public school nearby her current one, described how planning an out-of-state field trip
changed her approach toward race: “One of the parents, she was Black. But she didn’t care that I
was Black. She said to me, ‘for you to take my child across state lines and bring them back is a
big deal.’” As she added the words “rewarding” to her Teaching Career EJM, she further
recalled, “At the time, I didn’t understand that it wasn’t just caring about her kid. It was
educational mistrust.” For Gina, Arianna, and Caroline, considering race as an optional or
abstract factor in an approach to teaching and learning irresponsibly ignored students’ lived
experiences.
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The Erasure of Dis/ability
As with their perspectives toward race, participants’ personal experiences influenced
their perceptions of dis/ability as either an abstract construct or as an identity factor with tangible
realities and consequences. As the only participant who disclosed being labeled as dis/abled as a
student, William struggled to reconcile his personal rejection of his dis/abilities with his
students’ negotiation of their labeled dis/abilities. “I was in a general education class always, but
I had special education support. I remember, in terms of disability, being very embarrassed,” he
explained as he wrote “bad!” in red on his K-20 EJM. “I was very ashamed of it. It was a weird
interpersonal conflict I had. I was never bullied, nobody ever made it a thing. I made it a thing.
Why?” While William acknowledged feeling deficient due to his dis/ability, he did not name the
internalized deficit perspective that contributed to those feelings. Moreover, his own experiences
influenced his approach to “disability as a truth” in his co-taught classroom, where he hoped to
de-emphasize dis/ability by “do[ing] a very good job of providing services while not drawing
attention to it.” This effective erasure of dis/ability was evident in William’s highlighting of their
“social justice unit.” As he created his Teaching Career EJM, William grappled with the lack of
dis/ability representation in the unit: “Even with our social justice unit that focuses on different
groups who have experienced oppression – gender inequality, racism, immigration – it never
once crossed my mind to include a group in there for disability.”
Although William stressed that “they’re all our children together,” his co-teacher Kevin
demonstrated a clear removal of responsibility for students labeled as dis/abled: “I know that
William is so good at making sure that he does the work with the [special education] students
and uses everything possible to keep the work heterogeneous.” It was unclear whether Kevin’s
removal of responsibility was due to a lack of perceived competence regarding students labeled
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as dis/abled or the presumption that William’s personal experiences with dis/ability better situate
him for said interactions; regardless of the intent or reasoning, Kevin’s statement mirrored
William’s espoused personal perceptions and demonstrated a disregard for dis/ability as both an
important facet of identity and a consequential factor in instructional decision-making.
Instead of removing dis/ability from the curriculum, Eloise sought to create opportunities
for students to explore both the construct and lived experiences. As she added the words “book
club” to her Teaching Career EJM, Eloise described a vision for curriculum that explores ability,
identity, and shifts in advocacy toward broader understandings of dis/ability. “Kids have
firsthand experience with it, it’s not an abstract thing,” she shared. “I’m wary of disability being
their identity. It’s not something they overcome, but I think it’s something to navigate, to
discuss. To include not instead of, but in addition to.” Her perspective was influenced by her
brother’s dyslexia diagnosis, which caused her to question her understanding of dis/ability:
“Before, special education was a place.I remember seeing kids from self-contained classes on
field trips and thinking, where did these kids come from?” she said. “But then my brother was
diagnosed with dyslexia and I started to realize that physical disability isn’t all there
is.” Represented by the question, “SPED [special education] is a place?” Eloise’s K-20 EJM
captured how her personal connection informed her current approach: “I don’t look at kids for
their disabilities first. Everything I do, I have all learners in mind. It’s not a separate space in my
brain. I think there’s too many layers to kids with disabilities.”
For Arianna, her early school spaces’ adherence to white supremacist and ableist notions
of normalcy – the upholding of whiteness through the unquestioned dominance of Standard
English and the disabling of Arianna based on her inability to speak it – had marginalizing
consequences. Her bilingual preschool experience, which she represented on her K-20 EJM as a
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square building with a brightly-colored rainbow, did not translate to her Kindergarten classroom
in a larger public school; instead, that was “when the trouble started” for her and her parents
because “a lot of the teachers, they didn’t understand Spanish.” She continued, “I hated that for
myself, knowing that I was smart and I could outperform if they gave material in Spanish,” she
recounted as she drew her Kindergarten school building in red with black, barred windows
surrounded by a black chain link fence. Already enrolled in the ESL program, her lack of English
language proficiency was assumed to be indicative of a learning disability, and this assumption
removed her to a segregated special education space where “all of the kids were Black or
Hispanic. The kids in the other classes were Indian, or white. And then all the other classes had
white or Indian teachers. Of course, the only Black teacher in the school had to deal with all the
Black and brown kids.” Arianna’s negative perspective toward being labeled as dis/abled
contrasted with her co-teacher Caroline’s approach to dis/ability, which she framed as an issue of
strength-based, student-centered individuality rather than a detrimental need requiring clinical
fulfillment: “It has to start with the kids and knowing them first. That should drive our
curriculum in ways that should be entirely individualized. I think all kids should have an IEP.
That would be the dream, everyone getting what they need,” she argued as she drew several
small student figures and filled them in with a wide variety of colors. While all co-teachers
grappled with dis/ability through personal experience or an instructional lens, none
acknowledged any of the potentially dis/abling structures in place in their co-taught spaces.
Moreover, apart from Arianna and William, none of the other five participants reflected upon or
named tangible consequences related to dis/ability in either their K-20 or Teaching Career maps.

29
Space as an Intersectional Opportunity
While all six participants demonstrated varying levels of critical consciousness toward
race and dis/ability depending upon their personal experiences and identities, teachers needed
support with identifying, understanding, and responding to the intersectionality of the co-taught
classroom space. Instead, dis/ability and race – as structured above – were described as separate
constructs without overlap, and the impact of space on how both interact was not
observed. Despite experiencing segregation to a special education classroom due to racialized
assumptions about language, Arianna did not explore how her multiply-marginalized experience
might be similar to some of the students of color labeled learning within her own co-taught
classroom space. Kevin, who recalled placement in an elementary school gifted and talented
program called “Ascent,” used different colored boxes in his K-20 EJM to separate his learning
space from the special education “resource room” housed in a portable classroom. While he
distinctly described the segregating impact of a separate special education space in his
elementary school as he wondered “why they put them all the way outside,” Kevin did not make
the connection to the mental and emotional distancing from dis/ability he enacted on his own
students labeled as dis/abled, or did he reflect upon how the use of the all-encompassing term
“them” might act as a coded word for both race and dis/ability.
Conversely, Eloise demonstrated awareness of and resistance to one of the co-taught
space’s consequential geographies: the impact of teacher licensure on interaction. As a new
teacher, Eloise felt beholden to the administration’s emphasis on mandated services rather than a
shared responsibility for all students:
My first year, I was definitely more strict with who had IEPs and who didn’t. That was
how it was sold to me. I didn’t push back enough, not at all. Whereas now, I’m thinking
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‘okay, for this lesson Garrett – who has an IEP – is fine on his own, but I’m going to take
Janet. She doesn’t have an IEP, but she needs this specific support. I used to think I
needed to work with ‘these’ kids, ‘my’ kids. But they’re all our kids.
As she gained confidence in her teaching and position, Eloise pushed to emphasize the
inclusive philosophy at the heart of the co-taught classroom. “After learning about the model in
college, I knew the co-taught classroom would be for me because I liked the idea of everyone
being together in the same room,” she explained as she wrote “labels are big but mean nothing”
on her K-20 EJM. Despite the well-meaning intent behind her map’s statement and her efforts to
minimize dis/ability labels as factors in her co-taught space’s consequential geography, Eloise
did not grapple with either the tangible consequences of racial labels on students’ experiences
nor the marginalizing impact of labels on students with intersecting identities.
Eloise’s co-teacher Gina shared similar frustrations with divisions between general and
special education students in the co-taught space, and she also reflected further on ways to affirm
multiple identities within their co-taught classroom space:
I struggle with making sure that I’m conscious of other experiences, because race is
important but it’s away from Black and white in our room. It’s more of the real diversity,
dealing with students like Jacob in a room with Sarah in a room with Carlos. That’s
diversity -- not just physically, but emotionally, socially. With all of that in mind, what’s
a positive classroom environment, really? For who, exactly? What is that space? I wonder
what it’s like to be in my students’ shoes sometimes. I wonder if they feel comfortable.
Eager to enact a vision that celebrated and supported her students, Gina was unsure how to
operationalize that thinking in order to organize their space in ways that recognize and respond
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to intersecting identities and needs. Similarly, Caroline – who paused midway through her
Teaching Career EJM to re-read the mapping prompt before sitting silently for three and a half
minutes – summed up the disconnect between vision and practice as a byproduct of feeling
overwhelmed by prospect. “I’m not a creative person. I think I enjoy the box,” she sighed. “Just
tell me what I have to do, because there are just so many things to consider and then you’re
thinking wow, how do I impact all of that in here, with all of these needs?” Caroline’s question
pointed to a common support all six participants required: intersectional lenses and frameworks
that both encouraged their identification and affirmation of multiple, intersecting identities, as
well as their ability to recognize and disrupt practices and structures that marginalized or
oppressed those intersections.
As Morrison, Annamma, & Jackson (2017) stress, space is never race-neutral and it is
often organized to limit opportunities for students of color, their families, and the community at
large. This is especially true for the co-taught classrooms in which the six participants serve,
where dis/ability and race directly intersect for the students of color labeled as dis/abled learning
within their spaces. While participants considered race and dis/ability separately during their
Education Journey Mapping sessions, the inherently intersectional nature of their spaces
represents a unique opportunity to develop their critical spatial awareness. Borrowing from the
practices of critical cartographers who compare images or maps with the sociospatial
characteristics and lived experiences of those who occupy the portrayed area, teachers too can
interrogate the organization of students, resources, ideas, and interactions within their spaces. To
Gina’s point about how students feel within her classroom, teachers with an intersectional spatial
awareness might compare desk groupings or seating charts with attention to the intersectional
identities of the students who occupy them, calling into question how those arrangements create
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feelings of belonging or feelings of segregation. To Eloise and William’s point about identity
visibility within curricula, teachers with intersectional spatial awareness might also question how
resources are organized for visibility and access, considering who can more easily interact with
those resources; more deeply, teachers can reflect on who or what is displayed and therefore
affirmed – or, conversely, erased – in those easy-to-access materials. As Arianna so poignantly
articulated through the stark color contrasts and chain link fences in K-20 EJM, spaces leave
lasting impressions on students’ sense of self. To Caroline’s question about how to impact
students with different backgrounds and needs, teachers with critical and intersectional
approaches to space commit to learning the histories and lived experiences of the occupants
within it. By centering stories, the classroom itself moves beyond its layout and the objects
within it toward a live, layered understanding of the space’s social and temporal qualities. With
this shift, it becomes easier to consider race, dis/ability, and space not as constructs but as lived
facets of being are either affirmed or oppressed through daily practice.
Discussion
Throughout their Education Journey Mapping sessions, the participants displayed varying
levels of critical consciousness toward race and dis/ability and how the two interact within a
space to create consequential geographies. Most significantly, a clear dichotomy emerged
between the three white teachers’ rejection or minimization of race and affirmation and
centralization sought by the three teachers of color. Despite professing that the “kids are
awesome,” William and Kevin’s collective emphasis on making students “better humans,”
framed as a noble effort to “transcend race or culture,” echoes the deficit-oriented, white
supremacist assumption that students enter the classroom with inferiorities to be remediated
rather than funds of knowledge to be shared (Harry & Klingner, 2014; hooks, 1994, Blanchett,
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2005; Blaisdell, 2019; Moll, 1992). William and Kevin – who never articulated what constitutes
a “better human” nor measures for attainment – did not recognize the process of normalizing
whiteness (Matias & Zembylas, 2014) inherent in their approach, nor did they consider how
race-evasive decision-making in a classroom comprised of students of color labeled as dis/abled
served to actively “dismiss one of the most salient features of a child’s identity” (LadsonBillings, 1994, p. 33). While Eloise sought to center her whiteness and recognized “a system
built for [her],” her acknowledgement of systemic racism did not result in consistent, active
mitigation of complicity within the white supremacist systems at work in her co-taught
classroom space, such as ableist test prep curricula and novel studies featuring white main
characters (Sleeter, 2001). As Crowley (2019) argues, well-meaning and racially-aware white
teachers like Eloise can be vulnerable enough to reckon with privilege but not consider if and
how “they retreat back into that privilege at any moment” (p. 1479). While Eloise’s “always
incomplete” (Raible & Irizarry, 2007) sense of white racial identity reflected earnest
consideration of inequitable sociopolitical systems, she did not demonstrate the naming or
disruption of racialized or dis/abling structures within her own classroom space.
The three white participants’ de-centering of race contrasted with the perspectives of the
three participants of color, all of whom sought to engage in authentic dialogue about race with
students. Gina’s frustration with being unable to explore the class novel through a racial lens
while simultaneously being expected by her white co-teacher Eloise to read aloud a picture book
about civil rights aligned with Madsen and Mabokela’s (2007) findings that Black educators are
expected by white colleagues to serve as experts on issues of race. Dissatisfied with the gap
between standardized academic measures and the need for a curriculum informed by students’
lives, all three co-teachers of color stressed the dangers that a race-evasive classroom presents to
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students’ sense of self and reflected on the hostile effects of a race-evasive environment to their
own sense of self-efficacy (Kohli, 2018). However, as Philip, Rocha, and Olivares-Pasillas
(2017) argue, “experiencing racism or being able to dialogue about social justice in other
contexts does not translate into effective pedagogies of race.” Without school-wide supports and
intersectional frameworks that explicitly address and disrupt oppression within curriculum,
content, and instructional methods, teachers like Caroline, Arianna, and Gina are unable to
achieve their vision for authentic, affirming co-taught classroom spaces that centers intersecting
identities and needs (Friedman et al, 2020). Instead, as Gina shared during the creation of her
Teaching Career EJM, they will remain “lost in the rabbit hole, not knowing where to begin.”
Significantly, while all six participants demonstrated some level of critical reflection
around race, their considerations of dis/ability and the ableist structures at work in their
educational histories and present co-classroom spaces was less developed. William and Eloise,
both special educators, reflected perceptions aligned with a Disability Studies in Education
(Baglieri et al., 2011) framing of dis/ability “as an idea, not a thing” (p. 270), and their
approaches to students labeled as dis/abled demonstrated an intentional de-emphasis on fixed
classifications in favor of fluid approaches that provide in-the-moment access to content or
processes. Without ever naming Universal Design for Learning (Hitchcock et al., 2002), William
and Eloise mirrored the approach’s shared responsibility for all students’ success through
proactive planning for learning differences rather than a reactive “removal of obstacles” from a
rigid curriculum (p. 9). Dissimilarly, Caroline’s early experiences as a self-contained special
educator influenced her rejection of dis/ability as a socially-constructed idea; while she argued
that “every student should have an IEP,” her deference to clinical measures of “need” related to
IEP classifications reified the medical model of dis/ability (Connor et al., 2008). Two of the

35
general educators – Kevin and Gina – did not grapple with dis/ability beyond general mentions
of wanting students to feel “comfortable” and “included.” The third general educator, Arianna,
shared how her childhood teachers’ racist assumptions about language resulted in perceived
dis/abilty and segregated her to special education space; however, despite experiencing
marginalization due to her intersecting identities, Arianna did not share her current thinking
about dis/ability nor did she consider how her co-teacher Caroline’s emphasis on IEPs reinforced
some of the same segregationist practices she bitterly recalled experiencing as a student.
Finally, participants sought the support of tangible frameworks that marry separated
constructs and operationalize intersectional approaches to race, dis/ability, and space. Arianna
addressed her eagerness to dismantle fragmentation when she shared that she is “trying to
pinpoint different ways to target identity, culture, LGBTQ, tolerance, disabilities...but it is
always in pockets. Why can’t we discuss this altogether? These are all the things that actually
make up who we are.” Through critical and intersectional approaches to race, dis/ability, and
space, teachers can better consider how the constructs actively converge within the students,
curricula, and instruction operating within their co-taught classrooms. Moreover, with the
support of intersectional instructional frameworks, teachers can recognize how race and
dis/ability impact students with multiple, intersecting identities and disrupt inequitable
consequential geographies that prevent them from realizing the unique potential of the co-taught
classroom space.
Limitations and Future Directions
This study focused on a small sample of co-teachers within a single school site. The
school’s context – its student population and its teachers’ professional learning opportunities –
represent a unique albeit limited window into an ecosystem with particular levers connected to
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curriculum and instruction. As such, the co-teachers’ understandings of race, dis/ability, and the
co-taught space are reflective of the school’s particular co-teaching structures and therefore do
not capture the wide variety of models, populations, and instructional expectations observed in
U.S. public school co-taught classrooms. In addition to the sample size, another limitation
concerns the enactment of Education Journey Mapping within professional learning
spaces. While I offered my own models of both the K-20 and Teaching Career EJMs as a trustbuilding practice, the potential of that choice to influence teachers’ own maps requires careful
consideration. At one point during his Teaching Career EJM creation, William shared that he
“got the idea from [my] chart” to reflect on white saviorism. Additionally, my role as
practitioner-researcher may have affected the conversational dynamics during the Education
Journey Mapping process; given my proximity to and relational history with participants, they
may have felt more comfortable sharing, questioning, and reflecting with me than with an
outside figure. How, then, can Education Journey Mapping be employed so that mapmakers are
given appropriate guiding partners and scaffolds without affecting the foci of their
reflections? This is a question that merits further exploration.
While the data gathered from the six participants’ Education Journey Mapping sessions
cannot be generalized to co-teachers at large, several participants shared that EJMs afforded an
opportunity to critically reflect on their educational histories’ impact on current perspectives and
practices. Eloise noted that she didn’t include much about dis/ability in her Teaching Career
EJM, asking, “how did I miss that one?”; similarly, William’s EJMs revealed the lack of
dis/ability representation in their curriculum. Gina, who revised her understanding of the word
‘diversity’ as she mapped, explained that mapping “felt like a brain explosion.” Extending the
impact of EJMs to her classroom, Arianna shared,
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Even just sitting here and thinking about it now, all of these things have been in my head,
but probably in short spurts of like, "oh, I should do this!" But then I'm running to my
next period or something, or I’m in the middle of my graduate class. I don't bring that
thinking to real life.
While the method cannot serve in isolation, Education Journey Mapping holds promise as
a professional learning tool that develops teachers’ critical consciousness toward intersectional
praxis. Teachers’ mapmaking choices granted agency in their negotiation of personal experience,
educational theory, and classroom practice, and the creation of EJMs gave teachers the space to
identify the presence and/or absence of intersectional thinking within their co-taught
spaces. With this in mind, school leaders must create sustained opportunities for teachers to use
tools like Education Journey Maps to reflect upon how their own educational histories affect
their active negotiation of race and dis/ability within classrooms serving students with multiple,
intersecting identities. Just as EJMs cannot serve as data sources in isolation, nor can they be
implemented as a singular learning opportunity for teachers to explore intersectional histories,
teaching, and learning. Instead, teachers also require professional learning experiences that first
build foundational and collective understanding of intersectional theories (like DisCrit and
critical race spatial analysis) that are essential to deepening teachers’ critical consciousness.
Relatedly, teachers would benefit from engagement in inquiry-based professional learning
communities that grapple with the identification and disruption of racist and ableist classroom
practices, such as culturally unresponsive curricula, ability tracking through standardized
academic assessments, and the policing of student bodies through discipline protocols. Finally,
teachers must be supported by school leaders who invest in intersectional approaches and
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facilitate community norming on the ways intersectionality informs the school’s core values,
disciplinary structures, and assessment systems.
Conclusion
Serving students with multiple, intersecting identities calls for critical, intersectional
approaches to race, dis/ability, and space. In order to achieve the inclusive aims of the co-taught
classroom space and affirm the lived experiences of students of color labeled as dis/abled “[who]
have historically been among the first to fall through the cracks,” (Annamma et al., 2013, p. 21)
teachers serving within today’s co-taught classrooms must recognize and respond to the
interconnectedness of race and dis/ability and how both work in tandem to privilege or oppress
students within co-taught spaces (Friedman et al., 2020). Without habitual and critical reflection,
sustained professional learning informed by intersectional lenses, and tangible instructional
supports and frameworks, co-teachers risk reifying rather than liberating students with multiple,
intersecting identities from the racist and ableist consequential geographies that are inherent to
the unexamined co-taught space.
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CHAPTER III
RACE, DIS/ABILITY, AND THE POTENTIAL OF THE CO-TAUGHT CLASSROOM
SPACE: APPLYING DISCRIT CLASSROOM ECOLOGY TO CO-TEACHERS’
INTERRUPTIONS OF INEQUITY
Introduction
While the 1990 Individuals with Disabilities Education Act resulted in an array of special
education placement options, the co-taught classroom is the fastest-growing inclusion model in
U.S. public schools today (101 U.S.C. §§ 1400; Keeley et al., 2017; Snyder et al., 2015).
Considered one of the least restrictive environments available to students labeled as dis/abled –
denoted with a slash to emphasize the social construction of notions of ability (Annamma et al.,
2013) – the co-taught classroom leverages the expertise of both general and special educators in
a “co-active and coordinated fashion to jointly teach heterogeneous groups of students in
educationally integrated settings'' (Bauwens et al., 1989, p. 36). Unlike other inclusion models
that rely on pull-out or push-in services, the co-taught classroom disrupts the segregation of
special education spaces and problematizes the hierarchical emphasis on special educators’
expertise by increasing general educators’ responsibility for and efficacy toward teaching
students labeled as dis/abled (Artiles, 2003; Artiles et al., 2006; Pugach & Johnson, 1988;
Pugach & Johnson, 1989; Waitoller & Kozleski, 2013). Research has demonstrated that while
some educators express wariness toward collaborative teaching, the co-taught classroom model
offers symbiotic benefits to both teachers. Special educators have noted deepened content area
expertise and increased ownership of curriculum design, and general educators have reported
better classroom management strategies and more awareness of social skills development
(Adamson et al., 1997; Friend et al., 2010; Pugach & Johnson, 1989; Redditt, 1991; Schumm &
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Vaughn, 1991; Scruggs et al., 2007; Walsh, 1992; Weiss et al., 2000; Welch et al., 1999;
Wischnowski et al., 2004).
As the co-taught classroom gains a foothold in public schools across the United States,
one continuing trend raises questions about the model’s ability to deliver on the inclusive aims at
the core of its design: the overrepresentation of students of color in special education. Compared
to white students, students of color labeled as dis/abled are placed in more restrictive settings that
inhibit access to peers and high-quality teaching and learning experiences (Artiles et al., 2010;
Harry & Klingner, 2014; National Center for Education Statistics, 2016; Schulte et al., 2016;
Sullivan & Artiles, 2011; U.S. Department of Education, 2011). Students of color labeled as
dis/abled are also subjected to deficit perspectives aligned with the medical model of dis/ability
that deem dis/ability as intrinsic, thereby locating blame for lower performance on standardized
measures within families and communities of color rather than the educational environment
(Annamma et al., 2013; Blanchett et al., 2005; Connor & Valle, 2015; Harry & Klingner, 2014;
hooks, 1994; Reid & Valle, 2004). The disproportionate placement of students of color in special
education and the inequitable outcomes imposed upon them as a result is especially alarming in
light of 2020 U.S. Census data that indicate a 276% increase in people who identify as two or
more races; consequently, as the population served in U.S. public schools continues to diversify,
so too will students’ identities and needs. Educators who do not recognize the interconnectedness
of race and dis/ability risk misinterpreting, oppressing, or labeling as a function of dis/ability
their students’ funds of knowledge, thereby reifying rather than disrupting disproportionality and
other inequitable practices (Harry & Klingner, 2014; hooks, 1994, Blanchett et al., 2005;
Blaisdell, 2019; Moll et al., 1992).
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For students of color labeled as dis/abled, the co-taught classroom presents a unique
education ecology that has the potential to disrupt racist and ableist practices that contribute to
inequity. However, in order for the model to address the multiple forms of marginalization faced
by students with intersecting identities and needs, co-taught classrooms require teachers who
exhibit critical consciousness – the ability to “recognize, understand and critique current social
inequities” (Ladson-Billings, 1995, p. 476) – toward not just dis/ability, but also race. This
expansion of co-taught classroom teachers’ focus beyond dis/ability toward intersectionality
(Crenshaw, 1989) necessitates a crucial axiological shift in the co-taught classroom’s
purpose. No longer just a question of inclusion situated solely in special education placement,
co-taught classrooms now require inclusive approaches to identity, teaching, and learning so that
“all students belong everywhere, with everyone else, in the school community” (Schwarz, 2006,
p. 34). Put another way, while differentiated instructional design and delivery are still essential,
intersectional, inclusive co-taught classrooms are spaces that consider how the classroom
community is impacted by larger sociopolitical contexts that perpetuate oppressive and
debilitating education structures (Conderman & Hedin, 2013; Pantic & Florian, 2015).
While this mindset shift is essential, studies indicate that developing teachers’ critical
consciousness is not an integral part of many teacher preparation programs (Annamma &
Morrison, 2018b; Ohito, 2016). As a result of their own nascent critical consciousness, many
practicing teachers do not feel equipped or confident in their ability to develop students’
criticality (Ladson-Billings, 2014; Lewison et al., 2015; Muhammed, 2020; Powell et al., 2016;
Sleeter, 2011). Further, teachers who exhibit critical consciousness toward race and dis/ability
struggle to align their beliefs with daily practices that disrupt the marginalization of students with
multiple, intersecting identities (Friedman et al., 2020). In order for the co-taught classroom of
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today to achieve its inclusive promise of success and belonging for all students, co-teachers
require frameworks that operationalize intersectional approaches to teaching and learning. This
research draws upon data from a multi-phase critical qualitative case study of three co-teaching
pairs serving students with multiple, intersecting identities in remote co-taught classroom
settings. Conducted between September 2020 and February 2021, I sought to answer the
question: How do co-teachers navigate race and dis/ability in their curricular and instructional
decision-making within the co-taught classroom space?
The Theoretical Intersections of Race and Dis/ability in the Co-Taught Classroom Space
Disability Critical Race Theory, or DisCrit, illuminates “the ways race and dis/ability
have been used in tandem to marginalize particular groups in society” (Annamma et al., 2013, p.
11). As Annamma, Connor, and Ferri (2013) stress, “for students of color, race does not exist
outside of ability and ability does not exist outside of race” (p. 7); therefore, a DisCrit lens
toward education uncovers the ways that white supremacist and ableist notions of normalcy
reinforce marginalizing structures that disproportionately label students of color as
dis/abled. When applied to co-taught classroom spaces, DisCrit rejects the normal/abnormal
binary and disrupts the ableist practice of sorting, teaching, and assessing students based upon
socially-constructed perceptions of ability. Further, DisCrit rejects deficit narratives that position
students as inferior or lacking and instead uplifts the experiences and voices of students with
multiple, intersecting identities (Annamma et al., 2014; Artiles et al., 2010; Blaisdell, 2016;
Blaisdell, 2019; Freire, 1993; Lewison et al., 2015; Tomlinson, 2016). With the support of a
DisCrit lens, co-taught classroom teachers can imagine anew a space that moves beyond
inclusion of students labeled as dis/abled toward an inclusive community of belonging that
affirms intersectional identities and needs. In analyzing teachers’ navigation of race and
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dis/ability within the co-taught classroom space, I applied a DisCrit lens in order to understand
teachers’ varying levels of critical consciousness and illuminate (in)visibilized manifestations of
race and dis/ability in participants’ classrooms.
While DisCrit offers teachers an essential lens for interrogating racist and ableist
structures, it is less clear how teachers operationalize the disruption of oppressive practices
through daily teaching and learning (Friedman et al., 2020). To bridge theory and practice,
Annamma and Morrison’s (2018a) framework, DisCrit Classroom Ecology, focuses teachers’
resistance to racism and ableism through three interrelated constructs: DisCrit Curriculum,
DisCrit Pedagogy, and DisCrit Solidarity. DisCrit Curriculum rejects curricula established within
white supremacist notions of normalcy and instead “link[s] past and present systemic injustice
instead of presenting the past as a frozen moment in time,” highlighting figures, ideas, and
stories that are traditionally marginalized or invisibilized (Annamma & Morrison, 2018a, p.
74). Similarly, DisCrit Pedagogy “explore[s] multidimensional assets” by positioning students as
knowledge contributors and generators (Annamma & Morrison, 2018a, p. 75). Finally, DisCrit
Solidarity underscores the importance of relational care for and with students and their families,
stressing that “no matter how radical curriculum or pedagogy is, without authentic relationships
in the classroom none of it matters” (Annamma & Morrison, 2018a, p. 76).
While Annamma and Morrison position the constructs of the DisCrit Classroom Ecology
framework within a functional/dysfunctional binary, such terminology does not reflect the
spectrum of awareness within critical conscious, nor does it recognize how teachers may enact
varying degrees of the DisCrit Classroom Ecology constructs within a given classroom
moment. Given the liminality of teachers’ criticality within lesson planning or classroom spaces,
an asset-based approach to teachers’ decision-making rejects deficit-oriented language that sorts
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and labels teachers or classrooms as functional or dysfunctional, instead spotlighting moments
that embody or approach intersectional praxis. Therefore, my analysis utilizes the working
definitions of each construct in order to identify specific, tangible actions and approaches that
embodied or attempted to approach intersectional and affirming aspects of DisCrit Curriculum,
DisCrit Pedagogy, and/or DisCrit Solidarity. Applied together, DisCrit and the DisCrit
Classroom Ecology framework explore the potential of today’s co-taught classrooms to expand
teachers’ critical consciousness and interrupt marginalizing teaching and learning (Annamma &
Morrison, 2018a; Friend et al., 1993; Naraian & Schlessinger, 2018; Waitoller & Kozleski,
2013).
Methodology and Methods
Study Participants and Context
This article draws on a multi-phase critical qualitative case study of three pairs of coteachers serving students with multiple, intersecting identities in remote co-taught classroom
settings during the 2020-2021 school year. Teachers were recruited from a single school site, a
pre-Kindergarten through grade eight public school in the Northeast of the United States, where I
serve as literacy coach. The school, which serves a large population of students of color labeled
as dis/abled within co-taught classroom settings, has historically recorded disparities in English
Language Arts state test proficiency scores between students labeled as dis/abled and general
education students, as well as between students of color and white students. The study’s
criterion-based design (Patton, 2015) recruited participants using an anonymous eligibility
screening survey. To be eligible for the case study, participants required 1) a teaching assignment
within a co-taught classroom setting, 2) an upper elementary or middle grade level (grades 5-8)
assignment, and 3) willing cooperation from their designated co-teacher. In total, six teachers
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serving three different grade levels – sixth, seventh, and eighth – were recruited. See Table 2 for
an overview of the co-teachers’ demographics.
Table 2
Participant Demographics

Co-Teaching
Partnership

Pseudonym

Grade 6

Gina

Black and
20s
Puerto Rican

General education, grades
1-6; Elementary math,
grades 1-6

Eloise

white

Special education, grades 1- 4
6; Childhood literacy, birthgrade 6

Arianna

Puerto Rican 20s

Adolescent English
education, grades 6-12;
Adolescent literacy, grades
6-12

3

Caroline

Black

40s

Dual-licensed, general and
adolescent special
education, grades 1-12

15

Kevin

white

30s

Adolescent social studies
education, grades 7-12

3

William

white

20s

Special education, grades 1- 7
6; Administration and
supervision certification

Grade 7

Grade 8

SelfIdentifiers

Age

20s

Licensure

Teaching
Experience
3

During March 2020, the entire pre-Kindergarten through grade eight school transitioned
to a distance learning model at the onset of the COVID-19 coronavirus global pandemic. Given
uncertainty about the spread of the virus, the city’s Department of Education upheld the
transition to remote virtual instruction for the remainder of the 2019-2020 school year. Virtual
instruction continued into the 2020-2021 school year; as a result, this study was conducted
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remotely between September 2020 and February 2021 and involved virtual observations of coteachers’ planning sessions and classroom instruction.
Data Sources
Virtual Observations of Co-Teacher Planning Sessions
Between October 2020 and January 2021, each pair of co-teachers engaged in one virtual
50-minute weekly planning session centered on ELA instruction. This planning session was a
regularly-occurring period in teachers’ mandated school schedules and was not an additional
preparation period created for the study; therefore, the planning session reflected co-teachers’
typical conversations and goals. During their remote planning session, each pair of co-teachers
collaborated to identify the upcoming week’s learning objectives, lesson structures, and
instructional resources. Teachers also worked together to consider remote learning
accommodations, teaching roles during the lesson, and anticipated student needs. As the teaching
pair planned, I audio-recorded and later transcribed their conversation, and I captured field notes
regarding each teacher’s speech and actions. I also engaged in analytic memoing to note
teachers’ explicit connections to race and dis/ability in their selected materials, instructional
approaches, and/or dialogue with each other. Throughout the course of the study, I observed each
pair of co-teachers six times, resulting in a total of 18 virtual planning session observations.
Virtual Co-Taught Classroom Observations
In conjunction with virtual observations of co-teaching pairs’ weekly planning sessions
for ELA instruction, I conducted one 50-minute virtual classroom observation per co-teaching
pair to watch how the teachers collaboratively delivered the planned instruction. Students were
not the focus of these remote classroom observations; rather, teachers’ interactions with the
content, each other, and with students was observed. Unlike the pairs’ planning sessions, the
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classroom observations were not audio-recorded to protect students’ privacy. In order to render
the most accurate representation of the lesson, I captured field notes regarding each teacher’s
speech and actions; in particular, I noted which teacher (general or special educator) delivered
which aspects of the lesson’s content or took responsibility for particular materials or student
groupings. I also engaged in analytic memoing to note explicit connections to race and dis/ability
in the curricular materials, instructional delivery, or dialogue between the co-teachers and
students. This enabled me to compare teachers’ initial planning conversations with their lesson
delivery. Each co-teaching pair’s instruction was observed six times, resulting in a total of 18
virtual classroom observations.
Data Analysis and Trustworthiness
To “harmonize [the] study’s framework and enable analysis that directly answers [the]
research questions” (Saldaña, 2009, p.25), three a priori provisional codes aligned with the
DisCrit Classroom Ecology framework were applied: “DisCrit Curriculum,” “DisCrit
Pedagogy,” and “DisCrit Solidarity.” This shortlist of a priori provisional codes contributed to
versus, in vivo, and values codes (Saldaña, 2009) that ensured participants’ voices and the
phenomenological nature of the study site’s context foregrounded the formation of subsequent
categories (Charmaz, 2010). A set of twenty-seven codes emerged from the initial three
provisional codes, each featuring operational definitions aligned with the DisCrit Classroom
Ecology framework and both examples and non-examples grounded in data. Cross-code analysis
and triangulation with analytic memos resulted in a consolidated codebook of six categories
organized within their respective original a priori provisional code, allowing me to identify
themes explicitly related to DisCrit Curriculum, DisCrit Pedagogy, and DisCrit Solidarity.
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Although I co-plan and co-teach in my role as literacy coach at the study site, I did not
contribute to the observed planning sessions nor classroom instruction. As a white, cisgender,
able-bodied practitioner-researcher, I benefited from an “external-insider” position (Banks,
2010) in that I was afforded deep knowledge of instruction, teachers, and students while being
excused from the marginalizing barriers experienced by those same parties. Given my
humanizing and dialogic relationship with teachers and students, I utilized three strategies to
ensure data trustworthiness: member checking, analytic memos, and peer debriefing (Creswell &
Miller, 2000; Lee, 2017). Transcripts from co-teachers’ virtual planning sessions were shared
with participants for optional review and for their own future reference. I also engaged in
analytic memoing following each virtual observation of co-teachers’ planning sessions and
classroom co-teaching; through memoing, I captured my initial reactions, critical reflections
related to the study’s theoretical framework, and made connections across participants’
classrooms. Finally, I participated in a weekly qualitative research group with fellow
practitioner-researchers, using their “critical perspective separate from the research context”
(Mueller, 2021, p. 195) to inform the alignment of examples and non-examples within the codes
and categories as they emerged across coding cycles.
Findings
In the following sections, I organize findings according to each DisCrit Classroom
Ecology construct. First, I foreground planning conversations and classroom co-teaching
moments that operationalize affirming aspects of DisCrit Curriculum, DisCrit Pedagogy, and
DisCrit Solidarity. Within each construct, I also present planning conversations and classroom
co-teaching in which teachers grapple with how to make decisions about marginalizing curricula

49
or pedagogical practices in order to explore how teachers with similar obstacles might reimagine
their approaches for equity.
DisCrit Curriculum
Annamma and Morrison envision DisCrit Curriculum as one which centers previously
marginalized peoples and histories in order to actively “link past and present systemic injustice
instead of presenting the past as a frozen moment in time” (2018a, p. 74). What sets DisCrit
Curriculum apart from standard curricula is its recognition of the white supremacist and abelist
origins of common curricular master narratives; in many middle school ELA classrooms, white
supremacist curricula relegates study of persons of color to specific holidays or historical events,
and ableism manifests through the erasure of dis/ability or through inspiration-oriented stories of
individuals struggling to cope with or “overcome” dis/ability. Instead of accepting reductionary
curricula, teachers who enact DisCrit Curriculum affirm perspectives and stories that are
typically excluded or silenced by rejecting content, learning objectives, and resources that uphold
whiteness and normalized perceptions of ability (Hancock et al., 2021).
Aspects of DisCrit Curriculum were brought to life in Arianna and Caroline’s 7th grade
ELA co-taught classroom, where the school year began with Laurie Halse Anderson’s historical
young adult fiction novel, Fever: 1793. Selected because of its fictionalization of Philadelphia’s
18th century Yellow Fever outbreak, Arianna and Caroline hoped to use the characters’ reactions
to the epidemic as a springboard for processing their current city and state’s evolving approach
to the COVID-19 coronavirus. The co-teachers launched the novel by reviewing newscasts and
exploring infographics about handwashing and mask-wearing.
At the end of October, Arianna, the general educator, expressed concern that students
would “fall behind” without “practice on foundational skills” (Co-Taught Planning Session,
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October 2020). As Arianna began to develop a character trait graphic organizer for students, she
listed the novel’s five characters before suggesting they remove one of them: Eliza, the Black
free woman who is responsible for several key plot events. Caroline, the special educator, pushed
her to apply a critical lens to their decision-making process:
Arianna: Okay, so this organizer will give them the space to think about the traits of the five
characters we’ve met so far. They’ll have to identify two or three things that have happened to
those characters and write down the most recent really big thing that’s happened to them. Then
they’ll think about how their character has changed, and how they might change in the future. I
have all five here, but we could take out Eliza and just model with Nathaniel since we have the
least on him and it’ll be quick.
Caroline: Two things about deleting her [Eliza]. Number one, she’s the only Black character in
the book. To eliminate her, that sucks. Two, I feel like we left off on this place [in the novel]
where she’s questioning the doctor because she doesn’t think it’s the right course of treatment for
Mother. She is the one who says he’s a fake doctor.
Arianna: You’re right. And she’s the one who pushes Grandfather and Matilda to leave so they
don’t get sick. Let’s keep her in there.
Caroline: Maybe not just keep her in there. Let’s model with her. Why model with Nathaniel?
We barely know anything about him and he doesn’t come up again later. Right? I don’t think he
does anything important. Eliza matters. (Co-Teacher Planning Session, October 2020)
Like many middle grade texts, Fever: 1793 centers whiteness and ability through the
first-person narration of a young, white, able-bodied girl named Matilda (Cook & Amatucci,
2006; Dyches, 2018; Leininger et al., 2010; Moss, 2013; Petrone & Lewis, 2012; Thein &
Beach, 2013). Unlike Caroline, Arianna initially doesn’t critically consider the racial dynamics
of the novel’s characters nor the effects of removing a marginalized character and her
contributions; this “impaired consciousness” toward the novel’s white cultural norms reflects
dysconscious racism (King, 1991). Conscious of the invisibilizing at work in that decision,
Caroline first makes explicit reference to the significance of Eliza’s Blackness in a cast of
predominantly white characters and focuses Arianna’s attention on the impact of her
removal. She also refers to specific events from the novel that depend upon Eliza’s contributions,
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demonstrating how her removal not only erases Blackness but also undermines the role of
Blackness in the development of key events (Ladson-Billings, 2003). In this way, Caroline
embodies DisCrit Curriculum as she disrupts Arianna’s dysconscious racism and re-imagines the
classroom task to center the novel’s most marginalized character. Caroline’s push to de-center
whiteness and spotlight contributions from persons of color carried into the classroom when she
and Arianna delivered the lesson together the following week:
Arianna: Take a look at my model, which focuses on Eliza. Her two traits are “intelligent” and
“caring.” I know that because she was able to escape from the South and become a free woman
in Philadelphia. We also know that she has worked in the coffeehouse and cared for the family.
Caroline: She cares for them as a free woman though, correct?
Arianna: Yes, she escaped slavery and ran to Philadelphia to become free.
Caroline:I just want to focus a little more on her intelligence...because she’s not just smart in the
kitchen, right? And it’s not just because she was able to escape slavery, right? She’s smart
because she’s part of an organization of Free People that keeps her informed about what’s
happening around Philadelphia.
Arianna: True! Thinking more about why I say she is “caring,” let’s remember that she has
worked in that coffeehouse for years. She helped raise Matilda, right? She also lost her husband,
like Mother, so that connects them.
Caroline: I also think what connects them is care. They care for each other because they share
loss. But you know, she doesn’t have to care for Matilda, right?
Arianna: You bring up a good point. Mother had the coffeehouse because she started it with
Father. Eliza didn’t have that. Eliza had to hustle! She didn’t have a business already handed to
her! So that’s even more evidence that she’s intelligent. Another detail is that she’s the one who
pushed back on the “doctors” that were “helping” Mother. She was the one who asked questions
and took extra steps to make sure Mother got better thanks to what the Free African Society was
learning about the fever, not the “doctors.”
Caroline: Alright, Eliza! (Classroom Observation, October 2020)
As Caroline suggested during their planning session, Arianna models with Eliza, and
when she cites two pieces of text evidence to support the identified traits, Caroline expands upon
both with a critical lens toward race. When Arianna points to Eliza’s care for mother and Matilda
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as evidence of her “caring” nature, Caroline reminds students that Eliza is a free woman under
no obligation to care for either of them. When Arianna points to Eliza’s escape from slavery as
evidence of her intelligence, Caroline instead points to Eliza’s suspicion toward dubious medical
misinformation. In both instances, Caroline liberates the character of Eliza from being “frozen in
time” (Annamma & Morrison, 2018a) within Arianna’s static historical framing related to
slavery, instead highlighting Eliza’s agency in choosing to care for Matilda’s family and
showcasing her critical thinking skills. Through these teacher moves, Caroline supports Arianna
in enacting DisCrit Curriculum by centering a marginalized character of color and showcasing
how that character challenges notions of people of color as beneficiaries of knowledge rather
than knowledge generators (Lynn & Parker, 2006).
In William and Kevin’s 8th grade ELA co-taught classroom, the co-teaching pair
attempted to create connections between the past and present within their unit, “The Immigrant
Experience.” The school year began with the study of short nonfiction texts about 19th century
Irish and Italian immigration that were paired with Emma Lazarus’s poem, “New Colossus.” The
two teachers then introduced Ruta Sepetys’s young adult historical fiction novel, Salt to the Sea,
which details several (all-white) characters’ perspectives as they attempt to board the MV
Wilhelm Gustloff vessel and flee German and Russian troops. To draw connections to the
present, William and Kevin discussed focusing on modern-day refugee crises, and William, the
special educator, asks David, the general educator, whether or not their focus is marginalizing:
William: Whenever I’m dealing with things of this nature and talking about groups that have
historically been oppressed, I always go back to something that I learned years ago: you don’t
want to further victimize or further oppress. Do you think this does that? Or does it paint the
reality of what the situation is like on the ground?
Kevin: If you go in and start saying, ‘this is why we should feel terribly for them,’ that further
victimizes them. Looking at it in isolation, I think it connects incredibly well with the ideals from
“The Immigrant Experience.” The five countries give a pretty wide portrayal of different reasons
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people become refugees. El Salvador with drug and gang violence. Syria, where you have
sectarian violence in the same religion. Myanmar, which is also religious differences. Sudan,
which is tribal reasons. And Venezuela, which is economic and political reasons. I also thought
our model could highlight Africa, which is the biggest area with all the largest refugee camps.
William: It would also be interesting to learn the difference in experiences of refugees - does a
climate refugee have the same experience of someone escaping Myanmar?
Kevin: That’s something we could jigsaw. It connects to the kids too. We have a pretty sizable
Bengali community. And I know we’re isolating one area of Central America, but the Salvadoran
crisis just speaks...well, I don’t want to lump everyone in Central America and say it’s the same,
but El Salvador speaks to the issue with gang and drug violence in Mexico where many of our
students are from.
William: We could connect to the modern context of what’s happening at our southern border in
terms of the separation of children and all that horrific mess. I bet if you ask a lot of our students
about refugees, I’d be interested to know what they’d say. They have a very preconceived notion
in their head about what a refugee is based upon what we’ve given them about the Irish
immigrant experience. (Co-Teacher Planning Session, November 2020)
In their conversation, William attempts to enact a key feature of DisCrit Curriculum as he
tries to create connections between their immigration unit and current refugee crises. William
also raises a critical question about the lesson’s intent and whether or not it emphasizes rather
than refutes an oppressive focus. As he and Kevin brainstorm, however, their conversation turns
to the “reality on the ground,” and they remove the question of further marginalization by
framing the crises “in isolation.” As Lorde (1984) stresses, “there is no such thing as a singleissue struggle;” instead of achieving their intent to interrupt a victimizing framing, William and
Kevin’s race-evasive divorce of refugee groups from their oppressive contexts in fact “permits
propagation of mistruths concerning inequity and cultural diversity” (Hancock, 2021, p. 48).
As the conversation continues, Kevin attempts to make the complexity of the five refugee
crises more accessible by assigning singular reasons for each group’s refugee crisis – “tribalism,”
“religious differences,” “drug and gang violence” – and by proposing Africa as the singular
instructional model. While his approach toward the multifaceted crises is intended to help
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students access the content, Kevin’s approach undermines DisCrit Curriculum’s focus on
intersecting oppressions; further, his suggestion to center Africa reifies rather than disrupts
normalized and fetishized master narratives about Africa that are oriented in deficiency, white
supremacy, and white saviorism (Matias, 2014; Matias & Zembylas, 2014). Kevin and William
also attempt enact DisCrit Curriculum by considering students’ backgrounds in their content
selection, choosing to focus on violence in El Salvador and the family separation crisis along the
Mexican border because they are two places “where many of [their] students are
from.” However, rather than creating authentic connections, their unexamined habits of mind
perpetuate the tokenism of inclusion and reduce students to a singular assumed identity
(Annamma & Morrison, 2018b; hooks, 1994; Ladson-Billings, 2005). This disconnect was
evident in the pair’s delivery of the lesson the following week:
Kevin: We know the refugee experience itself is a very difficult thing for people who are leaving
these countries, because they are...well, I don’t want to use the word. How about you type the
word into the chat that distinguishes the refugee experience from the immigrant experience.
What is that word? I’m seeing some of you are saying “hunger,” “poverty,” “climate change,”
“war,” “religion.” Actually, the word we were thinking is “force.” They are forced to leave.
William: Another student typed “pandemic,” which reminded me of an article I read about how
more powerful countries have access to the vaccine and less powerful countries do not have the
ability to purchase it. Canada actually bought enough vaccine to vaccinate their population five
times over while other countries, like India, don’t have the ability or access.
Kevin: Right, and think about the landscape of our own city. So many people moved to the
suburbs. Long Island, Westchester, New Jersey. A lot of people wound up moving out of the city
because of the pandemic. You could loosely categorize that as a refugee, but we’re seeing a new
kind emerge because of the pandemic. We’ll share the article Mr. William is talking about.
William: You can read it for fun in your free time. Right now, we’re going to be examining case
studies from individual countries about the refugees in their area. We chose 5 different regions in
the world and we chose those regions because they had very different reasons for their refugees.
We’ve already broken you up into groups, and your names are on the Google Slide assigned to
your group. (Classroom Observation, November 2020)
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During the class’s conversation, a student offered the pandemic as a current-day reason
for refugee crises, a point William expanded on by citing movement out of the city into the
suburbs. William could have harnessed the power of student’s societal critique by applying a
critical lens toward the racial and socioeconomic factors that granted “a lot of people” the agency
to move, thereby “building on children’s skills to recognize and act against unfairness”
(Hancock, 2021, p. 51). Moreover, Kevin and William could have pivoted to a discussion that
used the “for fun” article about pandemic inequity to “interrogat[e] power with the goal of
moving forward toward a more just society,” thereby providing opportunities for students to
develop counter-histories or counter-stories that confront the power imbalances in their own lives
(Annamma & Morrison, 2018a, p. 75). To build upon their initial earnest attempts to create
connections between the past, the present, and students’ lives, Kevin and William must recognize
students as “socially engaged citizens capable of utilizing their intellectual resources in everyday
activity” (Annamma & Morrison, 2018a, p. 75). In doing so, the co-teaching pair can develop
learning experiences that better support students in using their funds of knowledge to
authentically grapple with injustice (Moll et al., 1992).
DisCrit Pedagogy
Annamma and Morrison define DisCrit Pedagogy as “reframing teachers' notions of
abilities” so that they “disrupt status quo perceptions and explore multidimensional assets” of
students with multiple, intersecting identities (2018a, p. 75). To enact DisCrit Pedagogy, teachers
create meaning and belonging by encouraging multiple perspectives and modes of access and
rejecting the hegemony of homogeneity.
In Gina and Eloise’s 6th grade co-taught classroom, Eloise – the special educator –
embodies DisCrit Pedagogy as she resists deficit tropes about dis/ability and encourages her
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general educator co-teacher, Gina, to apply an asset-based approach. The co-teaching pair, who
began the school year with the young adult novel The Hunger Games, were eager to support
students’ connections between dystopian genre conventions and a politically-divided United
States, but Eloise’s emphasis on student voice and choice began to frustrate Gina. As Gina
expresses concerns about the ways Jeremy – a Black student labeled as dis/abled – participates in
class, Eloise coaches her toward DisCrit Pedagogy:
Gina: Jeremy, he just threw his hands up and unmuted to scream about the assignment. I had to
put him in his own breakout room. I was like, “you gotta calm down.” He doesn’t like explaining
his thoughts, especially if he deems it self-explanatory. He’s like, “I did the work, what more
explanation do you need?”
Eloise: He’s really coming out of his shell. He has good ideas, his contributions are really good.
He would be a great lawyer - he’s got a counterargument for everything.
Gina: And since he doesn’t see the point of an explanation, he gets frustrated and fights you
about writing anything down. It’s like he doesn’t see the point of being creative. That’s the kind
of kid he is.
Eloise: I’ve come to realize that he’s not actually yelling at you, but he’s struggling to
communicate his ideas in just one or two sentences and then finds the back-and-forth
challenging. He’s not mad, he’s very passionate. I think when he pops, it’s related to his stutter,
which -- I don’t know if he’s self-conscious, per se -- but he’s aware of it and that’s definitely a
factor in his frustration. His mom said he’s really good with his strategies, but we should talk to
him beforehand if we’re going to call on him to help him organize his thoughts.
Gina: It’s just that he also wants to share a million times but then can’t get his ideas out at the
right time.
Eloise: I love that he is so excited about The Hunger Games. Did you see how he opened up the
worksheet and got started on the reflection before we even went to independent [practice]?
Gina: Yes, his mom said that he did horrible with writing at his other school so I was surprised.
Eloise: You know, I read through IEPs [Individualized Education Programs] at the beginning of
the year but you’ve just got to get to know the kid. It’s very subjective. His IEP says that he is
‘low and slow’ with reading and writing, but he’s not low or slow. He’s processing, and yes that
takes him some time. But doesn’t it for everyone? So maybe it’s just assessments that he’s
struggling with, like running records...and what do they even tell you when you can see right in
front of you how great he’s doing? (Co-Teacher Planning Conversation, October 2020)
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At the beginning of their conversation, Gina expresses frustration with Jeremy’s
questioning of the reading assignment and admits to removing him from the class. Her decision
to punish and segregate Jeremy is consistent with research that indicates students of color labeled
as dis/abled are often subjected to harsher disciplinary measures than their white, non-dis/abled
peers (Artiles et al., 2010; Duncan-Andrade & Morrell, 2008; Watts & Erevelles, 2004). Rather
than agreeing with Gina’s decision, Eloise reframes Jeremy’s opposition as a strength and points
out how his action would be viewed as an asset in the legal profession. When Gina approaches
Jeremy with the deficit orientation that he “doesn’t see the point of being creative” because it’s
“the kind of kid he is,” Eloise models a key DisCrit Pedagogy teacher move: she “interrogates
[her] own perceptions about [her] student to ensure that [she] is investing in their abilities”
(Annamma & Morrison, 2018a, p. 76). Eloise explains that she’s “come to realize” a different
way to interpret and respond to Jeremy’s mode of expression, disrupting the notion of teacher as
expert in favor of humility as a learner who actively reframes thinking (Annamma & Morrison,
2018b). In that same moment, she also draws upon an exchange with Jeremy’s mother,
illustrating for Gina the importance of authentic partnerships with families rather than
perpetuating deficit narratives of families as devoid of school-related value (Harry & Klingner,
2014, hooks, 1994, Blanchett et al., 2005). When Gina worries that Jeremy “can’t get his ideas
out at the right time,” her arbitrary interpretation of a “correct” time and place for Jeremy’s
contributions is also rejected; instead, Eloise offers to prompt Jeremy for whole-class
participation, positioning changes as necessary from herself as the teacher rather than Jeremy as
the student. Finally, when Gina’s recalls a previous reference that characterized Jeremy’s writing
as “horrible,” Eloise seizes the opportunity to question the ableist “low and slow”
characterization in Jeremy’s IEP, devaluing standardized assessment results rooted in ableist
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notions of normalcy in favor of what both teachers “can see right in front” of them (Annamma et
al., 2013).
Eloise’s modeling of asset-based approaches that reject racist and ableist norms was also
evident in the classroom the following week when the two encountered another moment with
Jeremy:
Gina: Our question was, what do we think Gale was trying to tell Katniss just before she was
taken after the reaping?
Eloise: Right. Remember, we can’t confirm. We’ll never truly know, because it’s not explicitly
stated in the text. But we can infer. I know Mia and Jeremy had two very interesting takes on
what Gale was trying to say.
Mia: It says [in the text] that Gale is in the Justice Building, and I know that this is the final
goodbye he will say to Katniss. I think he was saying that he will take care of her family and
miss her. Because -Jeremy: [interrupting] No, he was telling her that he loves her.
Gina: Did you write that in your notebook, Jeremy? Let me see. Hold it up to the camera. Mia
was talking and if you didn’t write it in your notebook, you interrupted her without even having
the chart done.
Eloise: That’s on me, Ms. Gina. I was speaking to both Mia and Jeremy in a breakout room, and
they were going back and forth because they’re both seeing this one moment in the text very
differently. I told them we’d talk this through with the whole class because I bet many of you are
split, like them. You’re so excited to tell us why you see that moment differently, right Jeremy?
But first, Mia -- did you want to finish before Jeremy explains his side? (Classroom Observation,
October 2020)
In the classroom, Jeremy interrupts his peer, Mia, during a whole-class share out. Instead
of facilitating Jeremy’s self-regulation, Gina’s reaction is rooted in surveillance and discipline
(Meiners, 2007); Eloise, however, repositions Jeremy’s resistance by providing context from
their small-group discussion. In these ways, Eloise employs DisCrit Pedagogy as she endeavors
to create a culture of belonging with an asset-based reframing of the variability with which
students access and process content.
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Similar to Eloise and Gina, the 7th grade ELA co-teachers, Caroline and Arianna,
grappled with a similar situation related to student participation. In their planning conversation,
the pair discusses the engagement of Brandon, a biracial student:
Caroline: I called Brandon’s mother in the middle of my class because her son got on the call and
was playing rap music. Every time I would mute him, he would turn his mic back on. I’m like,
“mom, do you hear your son?” I left her a message of him acting a fool with the music going and
everything.
Arianna: He doesn’t talk at all, doesn’t do his work. And now he wants to come on and play rap
music?
Caroline: Is he below? Is he on the spectrum?
Arianna: He’s the one I kept saying is like [former student]. He’s not scared of the teachers like
[former student] was, but he does not talk at all. And even if you talk to him, he literally stares at
you.
Caroline: But [former student] was intelligent. He just had some emotional thing going on.
[Former student] wasn’t an IEP student. Do you know what I mean?
Arianna: I’m not sure, because he has never done a single piece of work ever.
Caroline: Well I know for sure he is not an [IEP] student, he’s not on my caseload -- but clearly
he should be.
Arianna: He has no work ethic. You could speak directly to him, even one-on-one, and he would
still just stare at you. He would sit there and just stare at a worksheet or his iPad for the forty-five
minute period and will not even have his name typed at the top. (Co-Teacher Planning
Conversation, December 2020)
In their conversation about Brandon’s participation, Arianna and Caroline take issue with
Brandon’s playing of music during class time. The two use language that racially stereotypes
Brandon, referring specifically to “rap” music and characterizing him as “acting a fool” as they
recount his action in the classroom. While Caroline’s contact with Brandon’s mother might have
enacted DisCrit Pedagogy through an appeal for cooperative partnership to build on Brandon’s
background and interests in the classroom, her outreach results in a one-sided disciplinary
consequence that does not utilize his family’s funds of knowledge. Further, the pair’s
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conversation devalues Brandon’s mode of access and characterizes his attempted participation as
a manifestation of assumed dis/ability; to embody DisCrit Pedagogy, the pair might instead
collaborate to reframe Brandon’s action as an aim to engage and thereby interrogate the
assumptions at work in their own initial responses to him (Annamma et al., 2014; Annamma &
Handy, 2019; Duncan-Andrade, 2004; Shipp, 2017). As the two grapple with a perceived lack of
“work ethic” and are uncertain how to frame Brandon’s behavior beyond the ableist language of
“on the spectrum,” they miss the opportunity to “invest in [students’] abilities and work to
develop productive relationships to support their learning and growth” (Annamma & Morrison,
2018a, p.76). In this moment, it is not traditionally ableist academic measures of success that are
troubled or disrupted, but rather Brandon’s deviation from ableist norms (Annamma et al., 2013).
In order to enact DisCrit Pedagogy, Arianna and Caroline must reimagine a classroom
environment in which Brandon and all students feel a sense of belonging and have agency over
their expression (Annamma & Morrison, 2018a; Duncan-Andrade & Morrell, 2008; Johnson,
2018).
DisCrit Solidarity
The final construct of the DisCrit Classroom Ecology framework, DisCrit Solidarity,
emphasizes unspoken and undervalued aspects of inclusive classrooms: relationships,
community, and care. Instead of “ignoring or suppressing” students’ bodies, emotions, and
expressions, DisCrit Solidarity implores teachers to “reject exclusion as the easy answer” and
“reframe adult perceptions about why student behaviors occur” (2018a, p. 77). Similar to DisCrit
Pedagogy’s emphasis on multiple modes of access and assessment, DisCrit Solidarity seeks to
celebrate diverse citizenship by centering varying forms of belonging. To foster students’ sense
of belonging, DisCrit Solidarity requires that teachers affirm students’ resistance to normalized
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inequities by engaging with them in their resistance (Annamma et al., 2013; Dumas, 2016;
Duncan-Andrade, 2009; Love & Beneke, 2021). Further, teachers must disrupt traditional
classroom hierarchies by rejecting control over students and instead empower students to take
control of their learning; in doing so, teachers trust in the transformative potential of the
classroom community and position students, not themselves, as knowledge holders and
knowledge generators (Annamma & Morrison, 2018a; Darder, 2012; Delpit, 2011).
In the face of questions from administrators about grade-level standards and assessment
rubrics, 7th grade ELA co-teachers Arianna and Caroline enacted DisCrit Solidarity with their
students:
Arianna: A lot of my [first period class] kids are the ones whose parents are still out there
working. Those parents are like, ‘I wish you were going to school because I don’t want you at
home.’ They don’t want to have to deal with them.
Caroline: Well, let me just say...I thought about this again last night. I know you’re frustrated
and their disinterest is driving us both crazy. But if they aren’t engaged, then we need to rethink
our focus and channel something different. And we need to go to parents and garner support.
Because to your point, but the flip side, they are the ones who are seeing their children at home.
They know what’s up. We need to be reflective of the idea that it’s not ‘game as usual.’
Arianna: Yeah. It doesn’t help that this week is kind of heavy. [In the novel] her mom falls ill.
Caroline: I was thinking about this chapter in the sense of compassion and caretaking...
Arianna: There’s so much description of Matilda having to take care of her because her mom is
on the brink of death. I want whatever activity we do to bring levity to the situation. I don’t want
to shy away from hard-hitting conversations, but kids are dealing with hard crap at home...
Caroline: This isn’t maybe an “ELA” take on things but a real world one. Remember last year
when we did the blessing bags for that home 10 blocks uptown? The care packages? I would like
to focus on that energy of compassion. How do we think about that idea from the chapter -Matilda taking care of her mom -- but think about caregiving and compassion in our own lives?
Yes, Matilda is taking care of her mother physically. But you can take care of somebody in a
different way. That’s such an important thing. How can we use words and actions to give care?
We can always make an organizer for that, some kind of structured writing. But I want us to
think about that good self work. Especially when care in our community comes from so many
different sources and a lot of them aren’t parents.
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Arianna: What about when he [the school principal] asks us how this aligns to the standard
needs?
Caroline: Here’s my counter to that -- we will make a rubric, sure, no problem. It’s just for him
anyway. I only care about the actual self-reflection and text-to-self connections. Listen: there’s
what you put on paper and say is your curriculum, and then there’s what really happens. And if
you were honest about what’s really happening, teachers are working and kids are working. But
we can’t and won’t do this stuff in the same way. (Co-Teacher Planning Observation, November
2020).
During their planning session, Arianna and Caroline begin by discussing their students’
emotional expressions. Arianna notes that something is “going on” and attributes students’
disinterest in the novel to the fact that “stuff [is] going on at home.” Unsure about how to
navigate students’ emotions, Arianna defaults to a deficit perspective as she wonders aloud if
their disengagement is because students’ families “don’t want to deal with them.” Caroline
coaches Arianna to “rethink [their] focus and channel something different,” removing the
responsibility for engagement from students and orienting it within herself and Arianna as the
teachers. Caroline does not attempt to ignore or suppress students’ emotions, explaining that “it’s
not ‘game as usual’” as she reminds Arianna that families are best positioned to offer insight and
support regarding their next instructional steps (Annamma and Morrison, 2018a; Moll et al.,
1992).
When Arianna turns her attention to the focus of the lesson, Caroline pushes her to
expand her thinking beyond the content of the chapter – which focuses on the main character’s
caretaking of her sick mother – and consider how “you can take care of somebody in a different
way...how can we use words and actions to give care?” While Arianna agrees with Caroline’s
emphasis on students’ emotions and relationships, she brings up her concern about aligning their
instruction to the principal’s focus on learning standards. Caroline rationalizes that they can
comply with his demands by making a rubric that is “just for him anyway” and instead focus
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their energy not on “what [they] put on paper,” but on “what really happens.” Caroline
demonstrates DisCrit Solidarity when she rejects the white supremacist notion that the lesson
isn’t valuable unless it’s aligned to controlled learning standards (Artiles et al., 2010; Au, 2016;
Harry & Klingner, 2014); further, while she doesn’t fully reject the principal’s ableist rubric
requirement, Caroline does DisCrit Solidarity when she argues that as a classroom collective,
they will not move forward under the expectations that they produce or perform according to
normalized inequitable expectations.
The following week, Caroline and Arianna collaboratively emphasized care and
belonging in their classroom as they executed the lesson:
Caroline: [as music plays in the background] Good morning, Nasim! I love seeing your beautiful
face, Rowan. I see you, Nikalah, I love the new ‘do. Hello, gorgeous people. Before we talk
about the details of the chapter, I want to bring to life the central theme of Chapter Nine. It’s all
about care, right? So I want to start us off with some student “shout outs” because it’s important
that we take the time to give some shine. Take a look at these responses to the writing prompt
from your classmates. They put themselves in grandfather’s shoes in order to think about how he
was thinking and feeling. Look at that rich 7th grade vocabulary in Mariah’s response! I also
love the extra details in Jaydn’s, do you see how he went deep into Grandfather’s feelings? He
was in his feelings. Get it? Y’all know you like my joke.
Arianna: That was really bad, Ms. Caroline. We forgive you for that bad joke. Thinking about
how others are feeling and thinking isn’t just a novel study skill, right? It’s a life skill! We’re
gonna apply that today with our novel and then we’re also going to turn it inwards. Let’s start
inward, actually. Let’s type in the chat: “What is one thing that someone has done for you that
you’re grateful for?”
Caroline: Look at that. “My mom gave me my favorite blanket.” “My dad gives me a place to
live.” Oh, Geraldo’s mom planned him a birthday party for all his friends in his backyard so that
you could all see each other in-person! Why wasn’t I invited? I’m kidding. Wow, look at this
one. “I’m grateful that everyone here is safe.” Yes, Sara. Can we pause in that for a second? We
are safe together. That is huge. (Classroom Observation, November 2020)
The co-teachers’ strategies for belonging – playing of music as students logged on,
greeting students individually, complimenting a wide variety of student work not for
“correctness,” but for ingenuity – began the period with several tangible demonstrations of
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student-centered relationships. The trust between Arianna, Caroline, and their students was
evident in one student’s response to the prompt about gratitude. When a student shared that she
felt grateful for safety, Caroline did not attempt to ignore or suppress the student’s fear and pain;
instead, Caroline affirmed her student’s emotionality and invited the classroom community to be
in solidarity with them. In light of the interpersonal violence and structural inequities reified by
the COVID-19 coronavirus pandemic, the co-teachers enacted DisCrit Solidarity as they centered
care, community, and emotionality not just for, but with her students.
Shortly after this exchange in Caroline and Arianna’s co-taught classroom, the U.S.
Presidency was imperiled by a contested election. In January, white supremacist terrorists
planned and executed an insurrection ahead of the presidential inauguration. The week after the
terrorist attack on the U.S. Capitol, Kevin and William met to discuss a shared sense of
responsibility for supporting students in processing the events. They attempted to demonstrate
DisCrit Solidarity as they talked about how best approach the emotionally-charged events with
their 8th graders:
William: I want to take a look at this, because a lot of conversation steered into Black Lives
Matter and the juxtaposition of the two protests, or whatever. We should look at how they’re
vastly different. I remember there was a protest of people with disabilities in the Capitol
building. Just take a look at those pictures. I mean, a blind man! People were being carried out in
wheelchairs, people who were fighting for their healthcare. That’s another angle.
Kevin: I love that. Looking at protests over time? We could gloss -- I mean, not gloss over it -but I can touch on propaganda in a history lesson and go through a very brief overview of Nazi
propaganda. We could turn that into a kind of virtual gallery walk or group work.
William: We could also approach it from a rhetoric standpoint. How do leaders modify and take
language and really hold it hostage based on the point that they’re trying to get across to the
public? Imagine if it wasn’t a bunch of Trump supporters who were doing this. How might the
media have portrayed it differently? Then we could look at it from a historical standpoint. Where
else have we taken imagery and language and held it hostage? Nazism, whatever. That could be a
two-day thing.
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Kevin: Protestors versus rioters, right? We could look at Tweets. Like the one, “when the looting
starts, the shooting starts.” What about Defund the Police, or Blue Lives Matter?
William: I don’t think they can handle it. I want to do something like internment camps because
it broadens it outside of what’s happening in the past six months, right? I want to do more work
with rhetoric so that students see how impactful it’s been throughout history as opposed to
isolated to this point in time. Going back to disability, maybe we could do Willowbrook and the
language the general public used.
Kevin: What about gender? Gender reveal parties? Trans rights?
William: I want to keep it government-focused. I like internment camps because it’s a more solid
concept for kids. It’s a specific leader using rhetoric that had an impact on society as opposed to
just a societal idea that manifests.
Kevin: So maybe Red Scare too?
William: Sure. Japanese people had to go to these camps. Disabled people had to go to this place
[state-sanctioned institution] called Willowbrook. The language really demonized people. This
would be a great gallery walk. (Co-Teacher Planning Conversation, January 2021)
From their conversation, it is clear that Kevin and William sought to create space for
students to process the current events; however, rather than humanizing emotions by supporting
students in feeling and expressing their confusion, outrage, and fear, the pair intellectualizes the
emotions and creates distance by centering past events. William draws connections to the Black
Lives Matter movement and its “juxtaposition” with the “protest,” but when Kevin suggests that
students examine white supremacist Tweets and engage in a critique of the Blue Lives Matter
pro-police movement, William argues that students “can’t handle it” and that their discussion
should be “government-focused” and “broadened outside of the past six months.” William’s
refusal to engage students in a critique of white supremacy reflects an “inability or unwillingness
to trace the effects of history into the present” (DiAngelo, 2018, p. 94), an action rooted in antiBlack sentiments that protect William from the moral trauma of interrogating the adaptive nature
of systems of oppression and inequality with his students of color. Kevin acquiesces to William’s
request to critique past examples of systemic racism, offering to study Nazi propaganda and the
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Red Scare rather than disrupting his co-teachers’ dysconscious, race-evasive decision-making
(Jupp & Slattery, 2012; King, 1991). In this moment, both co-teachers shift away from students’
concrete emotions and efforts to resist toward curriculum planning, creating abstract connections
to content rather than enacting DisCrit Solidarity.
William and Kevin’s emphasis on content over emotions and expressions was also
evident in their delivery of the lesson the following week:
Kevin: We’re living in a time right now when rhetoric is influencing people left and right.
Literally. Having our ears to the ground and making sure we have a pulse on our country and the
world is very important so we know how it impacts our daily lives.
William: If you’re in a breakout room with me, we’re going to talk about what we notice about
language toward people with disabilities. We’ll explore, “how has history allowed such horrible
treatment of people with disabilities?”
Kevin: And if you’re with me, we’re going to explore what we think when we hear the term
“communism” and how it’s been talked about in the past and now. (Classroom Observation,
January 2021)
When William initially drew a connection to dis/ability rights advocacy during their
planning session, he cited past U.S. Capitol protests as “another angle” students might
explore. However, William missed the opportunity to enact DisCrit Solidarity through analysis
of dis/ability advocates’ resistance to the power imbalances inherent to the inequitable healthcare
system; instead, William reified deficit narratives about dis/ability by centering students’
analysis on Willowbrook State School, a government-funded institution that enacted violence
against people labeled as dis/abled. Moreover, the co-teachers split the class into two sections,
each with a different focus; had William and Kevin collaboratively examined dis/ability rights
advocacy both in the past and today, they would have created an affirming space for students to
“own their emotions and concurrently use that passion to change the system” (Annamma &
Morrison, 2018a, p. 77). To enact DisCrit Solidarity, William and Kevin cannot suppress or
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ignore students’ strategies of resistance in order to protect their own comfort; together, they must
actively recognize and affirm students’ responses to ongoing oppression and violence and
support them in using their resistance to force change.
Conclusion
While this study centered upon the planning and instruction of only three pairs of coteachers, the smaller sample provided an in-depth look at well-intentioned co-teachers’ efforts to
create learning experiences that are meaningful to and reflective of students’ lives. All coteachers exhibited varying levels of critical consciousness toward racism and ableism, and with
the support of an explicit framework like DisCrit Classroom Ecology, each pair has the potential
to work together to develop opportunities that more directly affirm students with multiple,
intersecting identities.
In their vision for DisCrit Classroom Ecology, Annamma and Morrison call for teachers
to reimagine learning as a “process” rather than a “thing to be achieved,” so that “educator as
expert is exchanged for educator as co-learner with students” (2018b, p. 11). One finding that
speaks to Annamma and Morrison’s proposed shift is co-teachers’ coaching toward more
equitable and affirming praxis. In two of the partnerships, the importance of a criticallyconscious co-teacher was demonstrated when one teacher grappled with a deficit or ableist
perspective toward a situation or student and the other modeled or coached toward a more
affirming approach. Eloise coached Gina toward asset-based framing of students’ participation,
and Caroline modeled for Arianna a critical approach to curriculum development. Their
collaborative efforts to think more critically about their decision-making during planning and
instruction speaks to a key takeaway for teacher and school leaders: apart from content expertise
and years of experience, co-teachers’ critical consciousness must be a key consideration in the
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assignment of co-teaching pairs. In the case of William and Kevin, a more critically-conscious
partner might have coached either of them to move beyond uncertainty and discomfort to achieve
DisCrit Curriculum, Pedagogy, or Solidarity. The dynamics of this study’s three co-teaching
partnerships demonstrate that if the co-taught classroom is to achieve its potential to interrupt
inequity, co-teachers’ readiness to support each other’s criticality is an essential factor.
As the co-teaching pairs strove to consider the best ways to connect their classrooms to
students’ lives, their decision-making illustrated a nuanced spectrum of alignment with the
DisCrit Classroom Ecology framework. To achieve the vision of a DisCrit Classroom Ecology
that operationalizes all constructs, teachers like the ones who participated in this study require
explicit, sustained support in developing criticality toward content, practices, and relationships
(Friedman et al., 2020). Because teachers cannot enact intersectional and affirming teaching and
learning without “the habit, skills, and spirit of criticalness as habitual elements of learning”
(Gay & Kirkland, 2003, p. 182), teachers require school leaders who commit to “a critical mass
of collaborators [who] imagine, plan, create, assess, advocate and transform” (Kumashiro, 2020,
xiii). Within a critically-conscious school culture, professional learning experiences must center
intersectional frameworks like DisCrit Classroom Ecology in order for teachers to reframe
perceptions of students with multiple, intersecting identities and disrupt white supremacist and
ableist norms and narratives in the classroom (Macy et al, 2009; Migliarini & Annamma, 2020;
Ohito, 2016). Toward this aim, research-based structures like professional learning communities
enable teachers to apply critically-conscious texts and tools to problems of practice, and
critically-conscious coaching creates intervisitation and mentorship cycles that support
colleagues in observing and building upon their colleagues’ intersectional praxis (Aguilar, 2013;
Capps et al., 2012; DuFour, 2009; Darling-Hammond, 2013; McLaughlin & Talbert, 2006). By
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collaborating with colleagues to trouble norms rooted in the medical model of dis/ability or
dysconscious racism, teachers – especially teachers in co-teaching partnerships like those
described in this study – can reimagine classrooms as inclusive spaces that achieve both equity
and belonging for all students.
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CHAPTER IV
INTERSECTIONAL APPROACHES TO RACE AND DIS/ABILITY IN SCHOOL
SPACES: A THREE-PART PROFESSIONAL LEARNING SERIES TO EQUIP
TEACHER LEADERS INVESTED IN INCLUSIVE, INTERSECTIONAL
CLASSROOMS THAT AFFIRM STUDENTS WITH MULTIPLE, INTERSECTING
IDENTITIES
Who are the Students of Today?
Recent data from the 2020 U.S. Census indicate two findings that have critical
implications for public school education: not only do populations in U.S. metro areas continue to
increase, but the ways those populations identify are diversifying. More specifically, as the white
population declines, the number of individuals who identify as two or more races has increased
276% from 9 million people in 2010 to 33.8 million people, and teachers in urban areas are
therefore charged with meeting the needs of more students with multiple, intersecting identities
(U.S. Census Bureau, 2021). To support teachers’ response to this shift, professional learning
that centers critically-conscious and intersectional approaches are not a goal, but a necessity
(Crenshaw, 1989; Gay & Kirkland, 2003; Paris, 2012). In particular, teachers serving within
urban areas are called to be critical and intersectional toward not only race, but also dis/ability
(Annamma et al., 2013; Morrison et al., 2017).
What Kinds of Classrooms to Today’s Students Require?
Students with multiple, intersecting identities require inclusive spaces that affirm their
varied needs. In particular, students who are of color and labeled require intersectional
approaches to teaching and learning. However, the decades-long overrepresentation of students
of color in special education have resulted in classroom spaces where students whose multiple,
intersecting identities are often marginalized and subjected to inequitable outcomes (Artiles et
al., 2010; Harry & Klingner, 2014; National Center for Education Statistics, 2016; Schulte et al.,
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2016; Sullivan & Artiles, 2011; U.S. Department of Education, 2011). Without teachers who can
recognize the intersectional nature of today’s classroom and how race and ability work together
within it to affirm or marginalize students, the unexamined classroom threatens to perpetuate
inequity (Annamma et al., 2013).
How do We Prepare Teachers to Develop Intersectional Approaches that Affirm Today’s
Students?
Kumashiro (2020) argues that efforts to affect change in service of all students’ success
are “weakened when we do it on our own, without a critical mass of collaborators to help us
imagine, plan, create, assess, advocate, and transform” (xiii). In order to develop teachers’
intersectional approaches, teachers require sustained, reflective professional learning informed
by intersectional theories and frameworks. Teachers need inquiry-based experiences that
“develop the habit, skills, and spirit of criticalness as habitual” (Gay & Kirkland, 2003, p. 182).
Teachers also require “just-in-time, job-embedded assistance” (Guskey & Yoon, 2009, p.497)
that operationalizes intersectional frameworks into daily teaching and learning; this “practice in
practice” (Darling-Hammond, 2010, p. 40) is critical to developing teachers’ praxis.
These professional learning tenets are evident in findings from my 2020 qualitative study
of three pairs of co-teachers serving within public co-taught classrooms in New York City. All
six participants engaged in Education Journey Mapping (Annamma, 2018) to reflect upon their
experiences with race and dis/ability during their own Kindergarten through undergraduate
college educations. All six participants also used Education Journey Mapping to consider how
their experiences with and beliefs about race and dis/ability inform their teaching of students
with multiple, intersecting identities. I also observed each pair’s co-planning and co-teaching of
English Language Arts instruction. During planning, participants expressed a desire for
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frameworks that support more responsive teaching. Participants also demonstrated discomfort in
the classroom when explicitly discussing race, and their negotiation of dis/ability was limited to
differentiated planning rather than inquiry into identity. These findings indicated that while
participants were most conscious of the impact of race on their own educational experiences and
current teaching practices, they lacked an intersectional approach toward race and dis/ability and
were unclear how to navigate them collectively within their classrooms. Teachers require explicit
support through frameworks that operationalize praxis.
Critical, Intersectional Professional Learning for Today’s Students and Teachers
This three-part professional learning series will equip teacher leaders in operationalizing
intersectional approaches that affirm students with multiple, intersecting identities. Designed to
shift away from discrete, procedural knowledge toward meaningful inquiry into connections
between theory and practice, the sessions center a clear and coherent focus on identity and
intersectionality explored through self-reflection and collaboration (Ball & Cohen, 1999;
Cochran-Smith, 2000; Ebarvia, 2021; Meirink & Zwart, 2012). Specifically, the sessions utilize
DisCrit Classroom Ecology (Annamma & Morrison, 2018), a framework for praxis that centers
race and dis/ability, as the foundation from which teacher leaders will support teachers’
intersectional approaches to curriculum, pedagogy, and student relationships.
Professional Learning Series: Structure, Objectives, and Outcomes
Each of the three sessions is designed for execution within a half-day (3 hours). Sessions
are organized into three parts: exploring new learning, grappling with theory through reflection,
and applying theory through classroom connections. The session’s flow supports the
operationalization of theory into practice and equips teacher leaders with the language, lenses,
and tools for intersectional praxis.
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Each session’s objective and outcome are provided, along with an agenda. Materials are
embedded into the session’s Google Slides, which are hyperlinked within each session.
Session 1: Mapping the Impacts of Race and Dis/ability on our Education Journeys and
Classrooms
Session Question
How did race and dis/ability impact my experience as a student, and how are the teachers
and students I serve impacted by race and dis/ability today?
Session Objectives
Objectives include: 1) Teacher leaders will norm on the terms “race,” “dis/ability,”
“racism,” “ableism,” and “critical consciousness”; 2) Teacher leaders will utilize Education
Journey Mapping to reflect on perspectives toward, beliefs about, and experiences with race and
dis/ability; and 3) Teacher leaders will make connections between Education Journey Mapping
reflections and the ways students currently experience race and dis/ability in classrooms.
Session Outcomes
Session outcomes include: 1) Teacher leaders will explore the utility of Education
Journey Maps as a teacher reflection tool; 2) Teacher leaders will frame students’ experiences
with race and dis/ability through Bishop’s “Mirrors, Windows, and Sliding Glass Doors”
analogy; and 3) Teacher leaders will use the Race and Dis/ability Mirrors, Windows, and Sliding
Glass Doors Classroom Inventory to raise teachers’ critical consciousness toward the presence of
race and dis/ability in classrooms.
Presentation and Materials
The presentation for participants is comprised of Google Slides 1-19, accessible here
(Appendix F). Necessary materials include 1) the Mapping Reflection Protocol, accessible here
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(Appendix G); and 2) the Race and Dis/ability Classroom Inventory, accessible here (Appendix
H).
Session Agenda
The agenda for the first session is detailed below:
•

Language Norming: Race, Racism, Dis/ability, Ableism, & Critical Consciousness (15
minutes)

•

New Learning: The 5Ws of Education Journey Mapping (15 minutes)

•

Self-Reflection: K-20 Education Journey Mapping and Partner Share (45 minutes)

•

Self-Reflection: Teaching Career Journey Mapping and Partner Share (45 minutes)

•

Break (10 minutes)

•

Classroom Connection: “Mirrors, Windows, and Sliding Glass Doors”: Mapping the
Presence of Race and Dis/ability in Our Classrooms (25 minutes)

•

Takeaway Tool: Classroom Inventory: Race and Dis/ability Mirrors, Windows, Sliding
Glass Doors (10 minutes)

•

Session Reflection: Mapping with Teachers (10 minutes)

•

Evaluation: Session Evaluation Exit Ticket (10 minutes)

Session 2: Intersectional Lenses and Frameworks for Affirming Race and Dis/ability in the
Classroom
Session Question
Why do the teachers and students we serve require an intersectional approach to race and
dis/ability, and what framework can we use for operationalization?
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Session Objectives
Objectives include: 1) Teacher leaders will norm on the terms “intersectionality” and
“Dis/ability Critical Race Theory” (DisCrit); 2) Teacher leaders will apply a DisCrit lens to
explore the interconnectedness of race and dis/ability in New York City special education data;
and 3) Teacher leaders will consider the constructs of the DisCrit Classroom Ecology framework
and identify tangible connections to classroom practice.
Session Outcomes
Session outcomes include: 1) Teacher leaders will apply DisCrit to data to develop a
research-based case for intersectional approaches to race and dis/ability in the classroom; 2)
Teacher leaders will apply the DisCrit Classroom Ecology framework to constructs of daily
teaching and learning; and 3) Teacher leaders will use the DisCrit Classroom Ecology Construct
Inventories to uplift tangible, functional examples and identify and address dysfunction.
Presentation and Materials
The presentation for participants is comprised of Google Slides 20-37, accessible here
(Appendix F). Necessary materials include 1) the Intersectionality Four “A”s Text Protocol,
accessible here (Appendix I); 2) the DisCrit Classroom Ecology Framework Stick-it-Together,
accessible here (Appendix J); and 3) the DisCrit Classroom Ecology Construct Inventories,
accessible here (Appendix K).
Session Agenda
The agenda for the second session is detailed below:
•

Language Norming: Intersectionality 4As Text Protocol (30 minutes)

•

New Learning: The Intersections of Race and Dis/ability: Dis/ability Critical Race
Theory and Our Students (30 minutes)
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•

Self-Reflection: Write/Pair/Share: Race, Dis/ability, DisCrit and Classrooms (20 minutes)

•

Classroom Connection: From Theory toward Practice: DisCrit Classroom Ecology Stickit-Together (Part 1) (40 minutes)

•

Break (10 minutes)

•

Classroom Connection: From Theory toward Practice: DisCrit Classroom Ecology Stickit-Together (Part 2) (20 minutes)

•

Takeaway Tool: DisCrit Classroom Ecology Framework: Construct Inventories (20
minutes)

•

Session Reflection: DisCrit Classroom Ecology Construct Inventories and Teachers (10
minutes)

•

Evaluation: Session Evaluation Exit Ticket (10 minutes)

Session 3: Intersectional Praxis for Affirming Race and Dis/ability in the Classroom
Session Question
How can we use professional learning structures to uplift functional, affirming teaching
and learning and address dysfunctional, marginalizing practices?
Session Objectives
Objectives include: 1) Teacher leaders will norm on the terms “theory,” “practice,” and “praxis”;
2) Teacher leaders will evaluate context readiness for intersectional PLCs and explore protocols
and action plans for PLC accountability; and 3) Teacher leaders will apply DisCrit Classroom
Ecology to coaching scenarios and collaborate for intersectional, affirming teacher
recommendations.
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Session Outcomes
Session outcomes include: 1) Teacher leaders will use Intersectional PLC outlines,
protocols, and action plans to guide professional learning communities, and 2) Teacher leaders
will use DisCrit Coaching Scenarios and previous materials to guide coaching practice.
Presentation and Materials
The presentation for participants is comprised of Google Slides 38-51, accessible here
(Appendix F). Necessary materials include 1) the Intersectional Professional Learning
Community (PLC) Outlines, accessible here (Appendix L); 2) the DisCrit Coaching Scenarios,
accessible here (Appendix M).
Session Agenda
The agenda for the third session is detailed below:
•

Language Norming: Differentiating praxis from theory and practice (15 minutes)

•

New Learning: Critically-Conscious, Intersectional Approaches to PLCs and Coaching
(15 minutes)

•

Self-Reflection: Intersectional PLCs: Readiness for Action (45 minutes)

•

Self-Reflection: Coaching for Affirming, Intersectional School Spaces: Linking Tools to
Action (45 minutes)

•

Break (10 minutes)

•

Classroom Connection: DisCrit Classroom Ecology: Coaching Considerations Jigsaw (40
minutes)

•

Takeaway Tool: DisCrit Coaching Scenarios

•

Session Reflection: Resonation and Reimagining (10 minutes)

•

Evaluation: Session Evaluation Exit Ticket (10 minutes)
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CHAPTER V
CONCLUSION
Contribution to the Field
This multiphase, critical qualitative study illustrated the potential of the co-taught
classroom to function as an intersectional, affirming space. As the three pairs of co-teachers in
this study demonstrate, co-taught spaces that serve students with multiple, intersecting identities
require several supports to achieve equitable outcomes. Through professional learning
opportunities that develop self-reflection and critical consciousness, intentional pairings between
co-teachers, and intersectional frameworks that operationalize theory into practice, co-taught
classrooms can be reimagined as spaces that disrupt racist and ableist teaching and learning to
create inclusive, just experiences.
Recommendations for Future Studies
This study sought to examine teachers’ sense-making within an increasingly prevalent
special education placement option. The need for intersectional teaching and learning is not
limited to the co-taught classroom space, however; to promote teachers’ critical consciousness
toward the impacts of race and dis/ability, additional research must apply critical and
intersectional frameworks like DisCrit Classroom Ecology to different school spaces.
Furthermore, examination of the criticality of practicing teachers’ professional learning
experiences would yield understandings regarding the varying levels of intersectional readiness
within school spaces and clarify next steps for raising teachers’ awareness and action.
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EDUCATION JOURNEY MAP ARTIFACTS
Figure C1
Gina’s K-20 Education Journey Map

Figure C2
Gina’s Teaching Career Education Journey Map
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EDUCATION JOURNEY MAP ARTIFACTS
Figure C3
Eloise’s K-20 Education Journey Map

Figure C4
Eloise’s Teaching Career Education Journey Map
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EDUCATION JOURNEY MAP ARTIFACTS
Figure C5
Arianna’s K-20 Education Journey Map

Figure C6
Arianna’s Teaching Career Education Journey Map
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EDUCATION JOURNEY MAP ARTIFACTS
Figure C7
Caroline’s K-20 Education Journey Map

Figure C8
Caroline’s Teaching Career Education Journey Map
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EDUCATION JOURNEY MAP ARTIFACTS
Figure C9
William’s K-20 Education Journey Map

Figure C10
William’s Teaching Career Education Journey Map
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EDUCATION JOURNEY MAP ARTIFACTS
Figure C11
Kevin’s K-20 Education Journey Map

Figure C12
Kevin’s Teaching Career Education Journey Map

108
APPENDIX D
SEMI-STRUCTURED INTERVIEW PROTOCOL
Education Journey Mapping Session: Semi-Structured Interview Protocol
1. What would you like to tell me about your education journey maps?
2. What do your color choices mean in the context of your maps?
3. What do your symbolic choices mean in the context of your maps?
4. What are some similarities between the two maps? What are some key differences?
5. What themes do you see across the two maps?
6. What are you most proud of in your maps?
7. What is missing from your maps that you’d like to include in the future?
8. Would you change anything about either map?
9. What are your thoughts about the overall education journey mapping process or experience?
10. What questions do you have?
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APPENDIX E
CODING MATRIX SAMPLE
Table E1
Coding Matrix Sample
A Priori
Provisional
Codes
Race

First-Round Codes and Definitions

•
•

Diverse/Diversity: used by participants to describe
populations and/or curriculum
Race as Construct: used to note participants’ ideas
of/definitions related to race

•

Race and Self: used to note participants’ reflections on the
impact of race on their own identity formation and
development

•

Race in K-12 (positive and negative): used to note specific
instances related to race in K-12 schooling experiences
(teacher relationships, peer relationships, curriculum)
Race Higher Education (positive and negative): used to
note specific instances related to race in undergraduate and
graduate schooling experiences (teacher relationships, peer
relationships, curriculum)
Race and Students: used to note participants’
ideas/reflections related to the impact of race on students
and student relationships
Race and Co-Teacher (positive or negative): used to note
instances when race impacted the co-teaching relationship

•

•
•
•

Race in Curriculum: used to note instances when race is
explicitly referred to in the curriculum, or when participants
noted its absence from curriculum

Second-Round Categories:
Definitions and Examples

Overarching
Themes

Category: Race-Responsive/Affirming
Definition: used to note participants’ use of racially-aware and/or racially-affirming language when
describing beliefs, approaches, and/or practices
Example: Gina: “It’s not ‘Black and hispanic’. There is so much richness. Sometimes it’s
Mexican, or Dominican, or Puerto-Rican. Sometimes it’s mixed. It’s African-American, it’s
Jamaican, it’s Sudanese-American. It’s variety.”

Race as a
consequential
reality versus
an issue of
representation

Category: Race-Evasive
Definition: used to note participants’ use of race-neutral or race-evasive language when describing
beliefs, approaches, and/or practices
Example: Eloise: “The school district where I grew up, it’s shifting. It’s a lot of diverse kids, lowincome housing is being built.”
Category: Race and Identity
Definition: used to note participants’ descriptions of the impact of race on their personal identities
and/or teaching identities
Example: Kevin: “I knew I wanted to teach in a city school. I know that's going to sound like white
savior complex but it isn't. I have been incredibly fortunate through my entire life and my intention
teaching isn't to save people, it's just to put as much education out there.”

Category: Race in the Classroom
Definition: used to note participants’ descriptions of the impact of race on the classroom space, coteaching partnership, students, curriculum, and/or instruction
Example: Arianna: “I have to read the book and see not just Black and brown kids, but how many
are going to see themselves in this character. They’re from East Harlem, but she's from Texas. I'm
going to use it to open up horizons, but I'm not going to use it as something that they automatically
relate to. It's different.”
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APPENDIX G
MAPPING REFLECTION PROTOCOL

Intersectional Approaches to Race and Dis/ability in School Spaces:
A Professional Learning Series

Mapping Reflection Protocol:
K-20 and Teaching Career Education Journey Maps
Directions: Select one (1) question from the protocol below to reflect on and respond in writing.
1. What did you most want to share about your education journey map?
2. What do your color choices mean in the context of your map?
3. What do your symbolic choices mean in the context of your map?
4. What theme do you see in your map?
5. What are you most proud of in your map?
6. What is missing from your map that you’d like to include in the future?
7. Would you change anything about your map?
8. What are your thoughts about the overall education journey mapping process or experience?
9. What questions do you have?
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APPENDIX H
RACE AND DIS/ABILITY CLASSROOM INVENTORY

Intersectional Approaches to Race and Dis/ability in School Spaces:
A Professional Learning Series

Classroom Inventory: Race and Dis/ability Mirrors, Windows, and
Sliding Glass Doors
Race and Dis/ability in
Content
•
•

•

•

•

•

•

•

How is race present
within my curricula?
How is racism
presented within my
curricula?
How is dis/ability
present within my
curricula?
How is ableism
presented within my
curricula?
How is resistance to
racism and ableism
addressed in my
curricula?
Are my students’
racial and abilitybased identities
reflected in my
content?
Are my students
offered multiple
perspectives toward
race and dis/ability in
my curricula?
Do my materials
encourage new ways
of thinking and
talking about race and
dis/ability?

Race and Dis/ability in
Resources and Materials
•

•

•

•

•

What types of windows,
mirrors, and sliding glass
doors related to race do
students access?
What types of windows,
mirrors, and sliding glass
doors related to dis/ability
do students access?
Do these materials
encourage current and
meaningful connections to
race, or are connections
only to the past?
Do these materials
illustrate varying abilities
and experiences, or is
dis/ability presented as
something to “overcome”?
Do these materials
spotlight the ways that
negative perceptions of
race and dis/ability are
challenged?

Race and Dis/ability in
Space
•

•

•

•

Where are resources and
materials related to race,
racism, dis/ability, or
ableism located in my
classroom space(s)?
Is my classroom space
organized for different
kinds of access, or is
there only one way for
students to “be” in my
room? Think about
seating arrangements,
furniture placement, and
displays for materials
and resources.
How do I group students
in my classroom
space(s)? Why?
Are there resources,
supports, and decor in
my classroom space(s)
that are mirrors of
students’ identities? If
not, what windows and
sliding glass doors are
centered instead? Why?
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INTERSECTIONALITY FOUR “A”S TEXT PROTOCOL

Intersectional Approaches to Race and Dis/ability in School Spaces:
A Professional Learning Series
Four “A”s Text Protocol:
(School Reform Initiative, 2017)

“She coined the term ‘Intersectionality’ over 30 years ago. Here’s what it means to her today”

(K. Steinmetz, 2020)
Assumptions

Agree

What Assumptions does the author of the text
hold?

What do you Agree with in the text?

Argue

Aspire to/Act on

What do you want to Argue with in the text?

What parts of the text do you want to Aspire to (or Act
upon)?

Why is it important to apply an intersectional lens to students, teaching, and learning?

What are some challenges or obstacles that prevent intersectional approaches to students, teaching, and learning?
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DISCRIT CLASSROOM ECOLOGY FRAMEWORK STICK-IT-TOGETHER

Intersectional Approaches to Race and Dis/ability in School Spaces:
A Professional Learning Series

DisCrit Classroom Ecology Framework: Stick-it-Together (Part 1)
“DisCrit Classroom Ecology: Using Praxis to Dismantle Dysfunctional Education Ecologies” (Annamma and Morrison, 2018)
Directions: Form a group of three. Each group member will read about one construct of the DisCrit Classroom Ecology framework: DisCrit Curriculum, DisCrit
Solidarity, or DisCrit Pedagogy. For your construct, use the guided prompts below to frame your thinking. After reading individual sections, “stick it all
together” by discussing the bottom reflection question.
DisCrit Curriculum (p.74-75)

DisCrit Solidarity (p.76-77)

DisCrit Pedagogy (p.75-76)

1 Big Idea:

1 Big Idea:

1 Big Idea:

2 Examples:

2 Examples:

2 Examples:

3 Action Steps:

3 Action Steps:

3 Action Steps:

Stick-it-Together: How does the DisCrit Classroom Ecology framework put theory into practice?
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DisCrit Classroom Ecology Framework: Stick-it-Together (Part 2)
“DisCrit Classroom Ecology: Using Praxis to Dismantle Dysfunctional Education Ecologies” (Annamma and Morrison, 2018)
Directions: As a group of three, use your readings and experiences to imagine how each of the three DisCrit Classroom Ecology Framework constructs might
live in the classrooms you serve. What would the construct look like? Sound like? Feel like? Identify tangible examples of how each construct could be enacted.

DisCrit Curriculum might look like...

DisCrit Solidarity might look like...

DisCrit Pedagogy might look like...

DisCrit Curriculum might sound like...

DisCrit Solidarity might sound like...

DisCrit Pedagogy might sound like…

DisCrit Curriculum might feel like...

DisCrit Solidarity might feel like...

DisCrit Pedagogy might feel like…
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DisCrit Curriculum Inventory:
Intersectional Approaches to Race and Dis/ability in Content, Texts, and Resources
DisCrit Curriculum...
•
•
•
•

values students' history and their present
spotlights voices, perspectives, and peoples that have historically been minimized or
invisibilized
centers dis/ability as a part of identity rather than erasing it or presenting it as something
to “fix” or “overcome”
teaches about power dynamics and structures from the past and present and to
develop students’ resistance and advocacy

DisCrit Curriculum
•
•
•
•
•

Incorporates race and dis/ability windows,
mirrors, and sliding glass doors
Interrogates who and what are presented as
important and/or “normal”
Highlights counter-stories and counter-histories
of voices, people, and/or events
Creates connections between past racist and
ableist events/structures/institutions to current
racist and ableist events/structures/institutions
Encourages resistance and develops advocacy

Barriers to DisCrit Curriculum
•
•
•
•
•

Limits race and dis/ability to “windows”
rather than reflecting students’ experiences or
showcasing diverse ways of being
Presents one identity or version of history as
more important or “normal” than another
Shares one version of events or ideas rather
than offering counter-stories or counterhistories
Presents racism and ableism as “problems of
the past” or as isolated issues rather than
connected inequities
Limits resistance and/or advocacy to an
“appropriate time and place”

Which UNITS and/or LESSON PLANS affirm DisCrit
Curriculum?

Which UNITS and/or LESSON PLANS need to
be reimagined according to DisCrit
Curriculum?

Which TEXTS and RESOURCES affirm DisCrit
Curriculum?

Which TEXTS need to be reimagined
according to DisCrit Curriculum?

Which RESOURCES affirm DisCrit Curriculum?

Which RESOURCES need to be reimagined
according to DisCrit Curriculum?

I can better affirm race and dis/ability and
support students’ resistance to racism and
ableism by....

Changes I will make include…
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DisCrit Pedagogy Inventory:
Intersectional Approaches to Race and Dis/ability in Access and Assessment
DisCrit Pedagogy...
• requires learning about and teaching to students' gifts in the classroom
• reframes notions of ability from asset-based thinking rather than deficits
• encourages multiple ways of accessing, assessing, and expressing in the classroom
• positions students as knowledge holders and knowledge generators
DisCrit Pedagogy
•
•
•

•
•

Values variability in experiences and needs
Encourages different modes of access and
expression
Fosters an environment where students can
choose to access or express according to their
needs rather than limiting to a specific time,
place, or space
Differentiates assessment according to students
rather than a “standard” or “norm”
Encourages students to advocate for different
kinds of access and expression

Barriers to DisCrit Pedagogy
•
•
•
•
•

Limits or punishes variability in experiences
and needs
Constrains different modes of access and
expression to specific times, places, or spaces
Creates an environment where students rely
on teacher’s permission to access or express
Prioritizes assessment “standards” or
“norms” over varying expressions
Does not support students in advocating for
different kinds of access and expression

How does INSTRUCTIONAL DELIVERYaffirm
DisCrit Pedagogy?

How does INSTRUCTIONAL DELIVERY need to
be reimagined according to DisCrit
Pedagogy?

How do TASKS and ACTIVITIES affirm DisCrit
Pedagogy?

How do TASKS and ACTIVITIES need to be
reimagined according to DisCrit Pedagogy?

How does ASSESSMENT affirm DisCrit
Pedagogy?

How does ASSESSMENT need to be
reimagined according to DisCrit Pedagogy?

I can better affirm varying experiences,
multidimensional modes of access and
expression, and differentiated assessment by....

Changes I will make include…
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DisCrit Solidarity Inventory:
Intersectional Approaches to Race and Dis/ability in Relationships and Community
DisCrit Solidarity...
•
•
•
•
•
•

centers relationships with students, families, and the community
rejects classroom management that surveills and controls students
troubles traditional classroom hierarchies by positioning students rather than teachers as
generators and leaders
encourages belonging by removing exclusion from the classroom as the answer
affirms students’ range of emotions and expressions as they process and react to
unfairness and injustice
conspires alongside students to confront and disrupt unfairness and injustice
DisCrit Solidarity

•
•
•
•
•
•

Recognizes relationships as valuable, not just
content or pedagogy
Creates authentic partnerships with students,
families, and the community
Prioritizes facilitation in the classroom rather
than enacting surveillance or control over
students
Fosters a sense of belonging by enacting
solutions that keep students within the classroom
Affirms students’ feelings and expressions
Conspires with students to confront unfairness
and injustice

Barriers to DisCrit Solidarity
•
•
•
•
•
•

Minimizes the impact of relationships on content or
pedagogy
Engages in one-sided communication with students,
families, and the community
Seeks to control or surveill students rather than
empower them through facilitation
Removes students deemed “problematic” from the
classroom community
Suppresses or disregards students’ feelings and
expressions
Does not equip students with the tools to confront
unfairness or injustice, or removes opportunities to
do so

How do STUDENT and TEACHER INTERACTIONS
affirm DisCrit Solidarity?

How do STUDENT and TEACHER INTERACTIONS need
to be reimagined according to DisCrit Solidarity?

How do CLASSROOM STRUCTURES affirm DisCrit
Solidarity?

How do CLASSROOM STRUCTURES currently reflect
dysfunctional DisCrit Solidarity?

How do EXPRESSIONS and ACTIONS AGAINST
INJUSTICE affirm DisCrit Solidarity?

How do EXPRESSIONS and ACTIONS AGAINST
INJUSTICE need to be reimagined according to
DisCrit Solidarity?

I can better center relationships and affirm
students’ emotionality and resistance by....

Changes I will make include…
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PLC Outline: Critical-Consciousness Toward Race
Teacher Needs:
According to research, teachers require support in identifying and addressing dysconscious racism
(Anderson, 2019), interrogating self-reflection, curriculum, and pedagogy through critical whiteness (Crowley
2019; Jupp, 2013; Picower, 2020), and leveraging authentic partnerships with students, families, and the
community to develop culturally sustaining pedagogy (Paris, 2012).

Possible PLC Goals:
•
•
•

Interrogate internal beliefs, perceptions, and values related to race
Develop authentic partnerships with students, families, and communities
Leverage funds of knowledge to develop student-driven curricula and pedagogy

Potential PLC Outcomes:
•
•
•

Critically-conscious teacher reflection and goal-setting
Culturally sustaining pedagogy
Race-affirming curricula informed by students, families, and the community

Foundational Theoretical Texts for Teacher Leaders:
Anderson, B., Narum, A., & Wolf, J. (2019). Expanding the understanding of the
categories of dysconscious racism. The Educational Forum, 83(1), 4-12.
Jupp, J. C. (2013). Becoming teachers of inner city students: Life histories and teacher stories
of committed White teachers. Sense Publishers.
Paris, D. (2012). Culturally sustaining pedagogy: A needed change in stance
terminology, and practice. Educational Researcher, 41(3), 93-97.
Picower, B. (2021). Reading, writing, and racism: Disrupting whiteness in teacher
education and in the classroom. Beacon Press.

Actionable Texts to Support Teacher Praxis:
Hong, S. (2011). A cord of three strands: A new approach to parent engagement in schools.
Harvard Education Press.
Kay, M. (2018). Not light, but fire: How to lead meaningful race conversations in the
classroom. Stenhouse Publishers.
Muhammad, G. (2020). Cultivating genius: An equity framework for culturally and
historically responsive literacy. Scholastic.
Rodriguez, E., Bellanca, J., Esparza, D. (2016). What is it about me you can’t teach?: Culturally
responsive instruction in deeper learning classrooms. Corwin.
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PLC Outline: Critical-Consciousness Toward Dis/ability
Teacher Needs:
According to research, teachers require support in understanding ableism and the medical model of
dis/ability (Annamma et al., 2013), interrupting standardized perceptions of normalcy (Baglieri et al., 2011;
Connor, 2019), and shifting from classroom management toward diverse, asset-based modes of access,
expression, and assessment.

Possible PLC Goals:
•
•
•

Interrogate internal beliefs, perceptions, and values related to dis/ability
Develop authentic partnerships with students, families, and communities
Leverage students’ assets to develop student-driven curricula, pedagogy, and assessment

Potential PLC Outcomes:
•
•
•

Critically-conscious teacher reflection and goal-setting
Reimagining classroom design for access rather than surveillance or control
Access-oriented curricula, pedagogy, and assessment informed by students, families, and the
community

Foundational Theoretical Texts for Teacher Leaders:
Annamma, S. A., Connor, D. J., & Ferri, B. (2013). Dis/ability critical race studies:
Theorizing at the intersections of race and dis/ability, Race Ethnicity and
Education, 16(1), 1-31.
Baglieri, S., Valle, J., Connor, D. J., & Gallagher, D. J. (2011). Disability studies in
education: The need for a plurality of perspectives on disability. Remedial and
Special Education, 32(4), 267-278.
Connor, D. (2019). Why is special education so afraid of disability studies? Analyzing
attacks of distain and distortion from leaders in the field. Journal of Curriculum
Theorizing, 34(1), 10-23.

Actionable Texts to Support Teacher Praxis:
Fritzgerald, A. (2020). Antiracism and universal design for learning: Building
expressways to success. Cast.
Harry, B. & Klingner, J. (2014). Why are so many minority students in special education?
Understanding race and disability in schools. Teachers College Press.
Rose, D., & Meyer, A. (2006). A practical reader in universal design for learning. Harvard
Education Press.
Venet, A. S. (2021). Equity-centered, trauma-informed education. W.W. Norton &
Company.
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PLC Outline: Critical-Consciousness Toward Intersectionality and Identity
Teacher Needs:
According to research, teachers require support in developing critical consciousness toward the impacts of
identity in school spaces (Crenshaw, 1989; Gillborn, 2015) and in creating intersectional, antiracist, and antiableist habits of self-interrogation and self-reflection (Ebarvia, 2021; Annamma & Morrison, 2018).

Possible PLC Goals:
•
•
•

Interrogate internal beliefs, perceptions, and values related to identity and intersectionality
Develop habits of critical self-interrogation and self-reflection
Disrupt classroom and school structures that prioritize or normalize specific identities over others

Potential PLC Outcomes:
•
•

Critically-conscious teacher reflection and goal-setting
Reimagined equity-based structures in classrooms and school-wide

Foundational Theoretical Texts for Teacher Leaders:
Crenshaw, K. (1989). Demarginalizing the intersection of race and sex: A black Feminist critique
of antidiscrimination doctrine, feminist theory and antiracist politics. University of
Chicago Legal Forum, 1989(1), 139-167.
Ebarvia, T. (2021). Starting with self: Identity work and anti-racist literacy practices. Journal of
Adolescent and Adult Literacy, 64(5), 581-584.
Gillborn, D. (2015). Intersectionality, critical race theory, and the primacy of racism: Race, class,
gender, and disability in education. Qualitative Inquiry, 21(3), 277-287.

Actionable Texts to Support Teacher Praxis:
Kleinrock, L. (2021). Start here, start now: A guide to antibias and antiracist work in your school
community. Heinemann.
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DisCrit Curriculum: Coaching Scenarios
SCENARIO 1
Arianna and Caroline are co-teachers in a 7th grade ELA classroom. They are reading Laurie Halse Anderson’s historical fiction novel, Fever:
1793. Caroline, the special educator, has asked Arianna, the general educator, to ensure that Eliza, the novel’s only Black character, is at the center
of the lesson. Their learning objective focuses on students’ application of text evidence to support character analysis.
As you read through the teachers’ in-class conversation, what connected content or materials would you co-teach with the pair to support their
enactment of DisCrit Curriculum? Chart your coaching considerations -- the moves you would make as a teacher leader to develop Arianna
and Caroline’s praxis -- below.

Classroom Observation
Arianna: Take a look at my model, which focuses on Eliza. Her two traits are
“intelligent” and “caring.” I know that because she was able to escape from the
South and become a free woman in Philadelphia. We also know that she has
worked in the coffeehouse and cared for Matilda and her family.
Caroline: She cares for them as a free woman though, correct?
Arianna: Yes, she escaped slavery and ran to Philadelphia to become free.
Caroline: I just want to focus a little more on her intelligence...because she’s not
just smart in the kitchen, right? And it’s not just because she was

Coaching Considerations
•
•
•

What aspects of DisCrit Curriculum are Arianna and
Caroline embodying?
What aspects of DisCrit Curriculum are Arianna and
Caroline overlooking?
What are two possible coaching moves that would support
Arianna and Caroline’s development of DisCrit
Curriculum?
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able to escape slavery, right? She’s smart because she’s part of an organization of
Free People that keeps her informed about what’s happening around Philadelphia.
Arianna: True! She works in the coffeehouse as a free woman and has a network of
other Free People in the city. Thinking more about why I say she is “caring,” let’s
remember that she has worked in that coffeehouse with Matilda and her mother for
years. She has helped to raise Matilda, right? She also lost her husband, like
Mother, so that’s something that connects them.
Caroline: I also think what connects them is care. They care for each other because
they share loss, they both understand that feeling. You know, she doesn’t have to
care for Matilda, but she does, right? She’s hard on her. She’s, like, sassy to her,
yes? But she definitely cares for her.
Arianna: Right. You bring up a good point. Mother had the coffeehouse because
she started it with Father. Eliza didn’t have that. Eliza had to hustle! She didn’t
have a business already handed to her! So that’s even more evidence that she’s
intelligent. Yes, Ms. Caroline! Another detail is that she’s the one who pushed back
on the “doctors” that were “helping” Mother. She was the one who asked questions
and took extra steps to make sure Mother got better thanks to what the Free African
Society was learning about the fever, not the “doctors.”
Caroline: Alright, Eliza!
What I Noticed
What are your takeaways as a teacher leader?

What I Wondered
What questions do you have?

What I Need
What resources would you need for support?
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DisCrit Curriculum: Coaching Scenarios
SCENARIO 2
William and Kevin are co-teachers in an 8th grade ELA classroom. They are reading Ruta Sepetys’s historical fiction novel, Salt to the Sea.
William and Kevin are planning to make connections between the refugee crisis in the novel and crises around the world today. Their learning
objective focuses on students’ connections between and synthesis of the novel’s fictionalized experiences of refugees with current data and stories
about refugees.
As you read through the teachers’ planning conversation, how would you co-plan with the pair to support their development of DisCrit
Curriculum? Chart your coaching considerations -- the moves you would make as a teacher leader to develop William and Kevin’s praxis -below.

Planning Observation
William: The question I have is -- whenever I’m dealing with things of this nature and talking
about groups that have historically been oppressed -- I always go back to something that I learned
years ago. When you’re teaching it, you don’t want to further victimize or further oppress the
group that you’re talking about. So from that lens, do you think this does that? Or do you think it
paints the reality of what the situation is like on the ground?
Kevin: I feel like it’s the latter. If you go in and start saying, ‘this is why we should feel terribly
for them’ and stuff like that, that further victimizes them. But I think it’s about education at this
point. Looking at it in isolation, I think it connects incredibly well with the ideals that we want to
look at in “The Immigrant Experience” unit and the ideals that were set forth in why people come
to America. That question applies to the five countries that I’ve highlighted. It gives a pretty wide
portrayal of different reasons why people become refugees. El Salvador with drug and gang

Coaching Considerations
•
•
•

What aspects of DisCrit Curriculum
are William and Kevin embodying?
What aspects of DisCrit Curriculum
are William and Kevin overlooking?
What are two possible coaching moves
that would support William and
Kevin’s development of DisCrit
Curriculum?
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violence. Syria, where you have sectarian violence in the same religion. Myanmar, which is also
religious differences. Sudan, which is tribal reasons. And Venezuela, which is economic and political
reasons. It gives a wide swath of information in different areas. I also thought our model could
highlight Africa, which is the biggest area with all the largest refugee camps. So to your point, maybe
we could ask, why so much focus on Africa? Is that making the situation better? Are refugees in an
area where there are more camps, or a bigger UN presence? Is that actually helpful?
William: I think that is a day in itself, in terms of pre-teaching economic issues or whatever. Also
maybe a day of pre-teaching tribalism? There’s so much there. It would also be interesting to learn the
difference in experiences of refugees - does a climate refugee have the same experience of someone
escaping Myanmar?
Kevin: Absolutely. That’s something we could jigsaw. It connects to the kids too. We have a pretty
sizable Bengali community. And I know we’re isolating one area of Central America, but the
Salvadoran crisis just speaks...well, I don’t want to lump everyone in Central America and say it’s the
same. But El Salvador speaks to the issue with gang and drug violence in Mexico where many of our
students are from.
William: We could totally connect to the modern context of what’s happening at our southern border
in terms of the separation of children and all that horrific mess. I bet if you ask a lot of our students
about refugees, I’d be interested to know what they’d say. They have a very preconceived notion in
their head about what a refugee is based upon what we’ve given them about the Irish immigrant
experience.
Kevin: I would love to pose that question. I bet you a lot of kids would give loaded answers based on
that stuff and then they’ll look at the stuff this coming week and be like, ‘oh, my god.’
What I Noticed
What are your takeaways as a teacher leader?

What I Wondered
What questions do you have?

What I Need
What resources would you need for support?
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DisCrit Pedagogy: Coaching Scenarios
SCENARIO 1
Gina and Eloise are co-teachers in a 6th grade ELA classroom. They are reading Suzanne Collins’ dystopian novel, The Hunger Games. Gina, the
general educator, is frustrated by the participation of one student in particular -- Jeremy -- and Eloise, the special educator, is discussing his
participation during class time with her.
As you read through the teachers’ planning conversation, how would you co-plan with the pair to support their development of DisCrit
Pedagogy? Chart your coaching considerations -- the moves you would make as a teacher leader to develop Gina and Eloise’s praxis -- below.

Planning Observation
Gina: Jeremy, he just threw his hands up and unmuted to scream about the assignment. I
had to put him in his own breakout room. I was like, “you gotta calm down.” He doesn’t
like explaining his thoughts, especially if he deems it self-explanatory. He’s like, “I did
the work, what more explanation do you need?”
Eloise: He’s really coming out of his shell. He has good ideas, his contributions are really
good. He would be a great lawyer - he’s got a counterargument for everything.
Gina: And since he doesn’t see the point of an explanation, he gets frustrated and fights
you about writing anything down. It’s like he doesn’t see the point of being creative.
That’s the kind of kid he is.

Coaching Considerations
•
•
•

What aspects of DisCrit Pedagogy are Eloise and
Gina embodying?
What aspects of DisCrit Pedagogy are Eloise and
Gina overlooking?
What are two possible coaching moves that would
support Eloise and Gina’s development of DisCrit
Pedagogy?
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Eloise: I’ve come to realize that he’s not actually yelling at you, but he’s struggling to
communicate his ideas in just one or two sentences and then finds the back-and-forth
challenging. He’s not mad, he’s very passionate.
I think when he pops, it’s related to his stutter, which -- I don’t know if he’s selfconscious, per se -- but he’s aware of it and that’s definitely a factor in his frustration.
His mom said he’s really good with his strategies, but we should talk to him beforehand
if we’re going to call on him to help him organize his thoughts.
Gina: It’s just that he also wants to share a million times but then can’t get his ideas out
at the right time.
Eloise: I love that he is so excited about The Hunger Games. Did you see how he opened
up the worksheet and got started on the reflection before we even went to independent
[practice]?
Gina: Yes, his mom said that he did horrible with writing at his other school so I was
surprised.
Eloise: You know, I read through IEPs [Individualized Education Programs] at the
beginning of the year but you’ve just got to get to know the kid. It’s very subjective. His
IEP says that he is ‘low and slow’ with reading and writing, but he’s not low or slow.
He’s processing, and yes that takes him some time. But doesn’t it for everyone? So
maybe it’s just assessments that he’s struggling with, like running records...and what do
they even tell you when you can see right in front of you how great he’s doing?

What I Noticed
What are your takeaways as a teacher leader?

What I Wondered
What questions do you have?

What I Need
What resources would you need for support?
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DisCrit Pedagogy: Coaching Scenarios
SCENARIO 2
Arianna and Caroline are co-teachers in a 7th grade ELA classroom. They are reading Laurie Halse Anderson’s historical fiction novel, Fever:
1793. Caroline, the special educator, is frustrated by the participation of one student in particular -- Brandon -- and Arianna, the general educator,
is discussing his participation during class time with her.
As you read through the teachers’ planning conversation, how would you co-plan with the pair to support their development of DisCrit
Pedagogy? Chart your coaching considerations -- the moves you would make as a teacher leader to develop Arianna and Caroline’s praxis -below.

Planning Observation
Caroline: I called Brandon’s mother in the middle of my class because her son got
on the call and was playing rap music. Every time I would mute him, he would
turn his mic back on. I’m like, “mom, do you hear your son?” I left her a message
of him acting a fool with the music going and everything.
Arianna: He doesn’t talk at all, doesn’t do his work. And now he wants to come on
and play rap music?
Caroline: Is he below? Is he on the spectrum?
Arianna: He’s the one I kept saying is like [former student]. He’s not scared of the
teachers like [former student] was, but he does not talk at all. And even if you talk
to him, he literally stares at you.

Coaching Considerations
•
•
•

What aspects of DisCrit Pedagogy are Arianna and
Caroline embodying?
What aspects of DisCrit Pedagogy are Arianna and
Caroline overlooking?
What are two possible coaching moves that would support
Arianna and Caroline’s development of DisCrit Pedagogy?
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Caroline: But [former student] was intelligent. He just had some
emotional thing going on. [Former student] wasn’t an IEP student. Do you
know what I mean?
Arianna: I’m not sure, because he has never done a single piece of work
ever.
Caroline: Well I know for sure he is not an [IEP] student, he’s not on my
caseload -- but clearly he should be.
Arianna: He has no work ethic. You could speak directly to him, even
one-on-one, and he would still just stare at you. He would sit there and
just stare at a worksheet or his iPad for the forty-five minute period and
will not even have his name typed at the top.

What I Noticed
What are your takeaways as a teacher leader?

What I Wondered
What questions do you have?

What I Need
What resources would you need for support?
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DisCrit Solidarity: Coaching Scenarios

SCENARIO 1
Arianna and Caroline are co-teachers in a 7th grade ELA classroom. They are reading Laurie Halse Anderson’s historical fiction novel, Fever:
1793. Arianna, the general educator, notices that students are not respond to the novel during class, nor are they completing at-home reading.
Caroline, the special educator, considers this with her.
As you read through the teachers’ planning conversation, how would you co-plan with the pair to support their development of DisCrit
Solidarity? Chart your coaching considerations -- the moves you would make as a teacher leader to develop Arianna and Caroline’s praxis -below.

Planning Observation

Coaching Considerations

Arianna: A lot of my [first period class] kids are the ones whose parents are still out there working. Those
parents are like, ‘I wish you were going to school because I don’t want you at home.’ They don’t want to
have to deal with them.

•

Caroline: Well, let me just say...I thought about this again last night. I know you’re frustrated and their
disinterest is driving us both crazy. But if they aren’t engaged, then we need to rethink our focus and
channel something different. And we need to go to parents and garner support. Because to your point, but
the flip side, they are the ones who are seeing their children at home. They know what’s up. We need to be
reflective of the idea that it’s not ‘game as usual.’

•

Arianna: Yeah. It doesn’t help that this week is kind of heavy. [In the novel] her mom falls ill, so Matilda’s
role is reversed.

•

What aspects of DisCrit Solidarity are
Arianna and Caroline embodying?
What aspects of DisCrit Solidarity are
Arianna and Caroline overlooking?
What are two possible coaching moves
that would support Arianna and
Caroline’s development of DisCrit
Solidarity?
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Caroline: I was thinking about this chapter in the sense of compassion and caretaking. We can go another
way with it, but that’s just my two cents.
Arianna: There’s so much description of what her mom is going through and Matilda having to take care of
her because her mom is on the brink of death. I want whatever activity we do to bring levity to the
situation. I don’t want to shy away from hard-hitting conversations, but kids are dealing with hard crap at
home...
Caroline: This isn’t maybe an “ELA” take on things but a real world one. Remember last year when we did
the blessing bags for that home 10 blocks uptown? The care packages? I would like to focus on that energy
of compassion. How do we get them to think about that idea from the chapter -- Matilda taking care of her
mom -- and think about caregiving and compassion in our own lives? Yes, Matilda is taking care of her
mother physically. But you can take care of somebody in a different way. That’s such an important thing.
How can we use words and actions to give care? We can always make an organizer for that, some kind of
structured writing. But I want us to think about that good self work. Especially when care in our
community comes from so many different sources and a lot of them aren’t parents.
Arianna: What about when he [principal] asks us how this aligns to the standard needs?
Caroline: Here’s my counter to that -- we will make a rubric, sure, no problem. It’s just for him anyway. I
only care about the actual self-reflection and text-to-self connections. Listen: there’s what you put on paper
and say is your curriculum, and then there’s what really happens. And if you were honest about what’s
really happening, teachers are working and kids are working. But we can’t and won’t do this stuff in the
same way.

What I Noticed
What are your takeaways as a teacher leader?

What I Wondered
What questions do you have?

What I Need
What resources would you need for support?
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DisCrit Solidarity: Coaching Scenarios

SCENARIO 2
William and Kevin are co-teachers in an 8th grade ELA classroom. They are discussing a recent national event -- the white supremacist attack n on
the U.S. Capitol on January 6th, 2021 -- and how to support students in processing and responding to the event. William, the special educator,
considers how to make connections to past events, and Kevin, the general educator, brainstorms how it will look in the classroom.
As you read through the teachers’ planning conversation, how would you co-plan with the pair to support their development of DisCrit
Solidarity? Chart your coaching considerations -- the moves you would make as a teacher leader to develop William and Kevin’s praxis -below.

Planning Observation
William: I want to take a look at this, because a lot of conversation steered into Black Lives Matter and
the juxtaposition of the two protests, or whatever. We should look at how they’re vastly different. I
remember there was a protest of people with disabilities in the Capitol building. Just take a look at
those pictures. I mean, a blind man! People were being carried out in wheelchairs, people who were
fighting for their healthcare. That’s another angle.
Kevin: I love that. Looking at protests over time? We could gloss -- I mean, not gloss over it -- but I
can touch on propaganda in a history lesson and go through a very brief overview of Nazi propaganda.
We could turn that into a kind of virtual gallery walk or group work.
William: We could also approach it from a rhetoric standpoint. How do leaders modify and take
language and really hold it hostage based on the point that they’re trying to get across to the public?
Imagine if it wasn’t a bunch of Trump supporters who were doing this. How might the media have

Coaching Considerations
•
•
•

What aspects of DisCrit Solidarity are
William and Kevin embodying?
What aspects of DisCrit Solidarity are
William and Kevin overlooking?
What are two possible coaching
moves that would support William
and Kevin’s development of DisCrit
Solidarity?
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portrayed it differently? Then we could look at it from a historical standpoint. Where else have we
taken imagery and language and held it hostage? Nazism, whatever. That could be a two-day thing.
Kevin: Protestors versus rioters, right? We could look at Tweets. Like the one, “when the looting
starts, the shooting starts.” What about Defund the Police, or Blue Lives Matter?
William: I don’t think they can handle it. I want to do something like internment camps because it
broadens it outside of what’s happening in the past six months, right? I want to do more work with
rhetoric so that students see how impactful it’s been throughout history as opposed to isolated to this
point in time. Going back to disability, maybe we could do Willowbrook and the language the general
public used.
Kevin: What about gender? Gender reveal parties? Trans rights?
William: I want to keep it government-focused. I like internment camps because it’s a more solid
concept for kids. It’s a specific leader using rhetoric that had an impact on society as opposed to just a
societal idea that manifests.
Kevin: So maybe Red Scare too?
William: Sure. Japanese people had to go to these camps. Disabled people had to go to this place
called Willowbrook. The language really demonized people. This would be a great gallery walk.

What I Noticed
What are your takeaways as a teacher leader?

What I Wondered
What questions do you have?

What I Need
What resources would you need for support?

